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CHAPTER I
INTRODUCTION
Statement of the Problem
This author sought out a challenge from the outset here at the Illinois Mathematics &
Science Academy (IMSA): how to incorporate the internationally acclaimed pedagogy that is
Human Rights Education (HRE) into the employment of the residential life curriculum within
the author’s role as a resident counselor—acknowledging that Problem-Based Learning (PBL) is
championed by The Academy—all while encouraging the students to discover their own
individuality. Thankfully, others had begun the work of addressing many of the issues affecting
the institution and its students—issues that fall within the human rights education framework—
prior to this author’s arrival. These efforts come in the forms of the 2014/2015 IMSA Diversity
Plan, the IMSA 2022 Impact Goals & Priority Outcomes, and the Advancing the Human
Condition Committee’s action plans for shifting the Academy’s focus towards “grand global
challenges”. It is with those institutional efforts in mind that this author is emboldened to explore
the value a human rights education might bring to IMSA students. Moreover, this study and
project aim to contribute to the collaborative efforts of all those here who value and embrace
diversity.
There are two important pedagogies championed today around the world by and for
different populations: 1) Human Rights Education encouraged by the United Nations and
developed worldwide at the grassroots level across disciplines and 2) Problem-Based Learning
that has shown to be a foundation of Science, Technology, Engineering, and Mathematics
(STEM) education. The Illinois Mathematics & Science Academy recruits and educates highly
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talented and gifted students across the state of Illinois to live within a diverse residential
community and to learn from a three-year accelerated STEM-based program. The National
Association for Gifted Children touts the following definition of giftedness for emphasizing
asynchrony over potential or ability:
Giftedness is asynchronous development in which advanced cognitive abilities
and heightened intensity combine to create inner experiences and awareness that
are qualitatively different from the norm. This asynchrony increases with higher
intellectual capacity. The uniqueness of the gifted renders them particularly
vulnerable and requires modifications in parenting, teaching, and counseling in
order for them to develop optimally (The Columbus Group as cited in National
Association for Gifted Education, 1991).
As asynchronous development is considered to be a trademark of giftedness and that such a
condition brings with it many challenges, the questions that beg answering are these: “1. Would
asynchronous gifted students benefit from an education within a human rights framework? 2.
What challenges exist within a diverse residential community that might be addressed by a
human rights education? 3. How can one incorporate human rights education into a residential
curriculum when there is an institutional focus on problem-solving learning?” It is not unusual
for human rights efforts to be focused on the needs of marginalized communities; the same
applies to this study. Combining these guiding questions with the institutional efforts
surrounding diversity, it makes most sense then to address the needs of the Academy’s
subcultures and underrepresented populations within this project.

2
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Purpose of the Project
The purpose of this project is to create a curriculum guide that better suits the needs of the
diverse subcultures and underrepresented populations within the asynchronous gifted high school
population of the Illinois Mathematics & Science Academy through actionable, adjustable, and
replicable program instructions for the Resident Counselors. This project and the research that
allowed it to be developed can be viewed through a human rights framework. This curriculum
guide was chosen for this project after an institutional effort was created to align the IMSA
Residence Life Curriculum to the 2014 Diversity Plan and the IMSA 2022 Impact Goals &
Priorities Outcomes.

Significance of the Study
In its thirty-year history, the students and alumni of the Illinois Mathematics & Science
Academy have literally and measurably contributed to technologies and policies that have
changed the world (Torres, 2017; Northern Illinois University, 2017). Introducing them to the
topics chosen by the IMSA 2022 Impact Goals & Priority Outcomes Residence Life Research &
Curriculum Writing Teams within a human rights framework may establish an understanding
that allows for immediate and continued praxis within that internationally-acclaimed critical
framework as they educate themselves towards the full development of the human personality.
Furthermore, as most Resident Counselors are untrained as educators the project will allow for
immediate implementation of the pre-planned lessons that will meet the needs of the subcultures
and underrepresented populations.
The aforementioned needs of subcultures and underrepresented populations are a priority
to The Academy, as expressed in the IMSA Diversity Plan: AY 2014-15 Progress Report
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(Appendix B). The curriculum guide seeks to meet two objectives which were met with minimal
progress scores within the Progress Report:

Specifically, the study and project sought to serve as a resource for Diversity Training, a
Diversity Publication, and served as an audit of the Residential Life curriculum. Additionally,
this project serves somewhat in reaction to the 2015-16 IMSA Diversity Climate Survey
(Appendix C), which found a substantial number of students struggled to find peace and safety
within their residential units due, in part, to their identities as members of an subcultures and
underrepresented population. Furthermore, this project was developed in response to an analysis
of the IMSA 2022 Impact Goals & Priority Outcomes, the results of which will be discussed in
Chapter III.

Theoretical Framework
Two different theoretical frameworks will be used to complete the study and the project.
The first is the Transformative Human Rights Education (THRED) model, which will be used to

ASYNCHRONOUS GIFTED STUDENTS

5

determine if the curriculum guide adheres to a human rights education standard. The second
framework is Dabrowski’s Theory of Positive Disintegration (Overexcitabilities), an emotional
development model used to identify and develop asynchronous gifted students. IMSA exists to
provide a safe space for gifted & talented students to live within a learning community—it
existing as such then limits the conditions of oppression that such students often face in
environments where the expression of their identities and talents not considered “normal” by the
dominant group of students (Adams, Bell, & Griffin, 1997). By combining these theoretical
frameworks, the author seeks to provide a curriculum that addresses the intersectionality of two
identities: being an asynchronous gifted student and being from either a subculture or an
underrepresented population. If each piece of the curriculum guide satisfies an element from
each theoretical framework, the objective of combining these frameworks will be met.
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Human Rights Education
Some may ask why a human rights education framework is necessary at all. Social justice
pedagogies in United States have been around since the introduction of free speech into the
Constitution. In the centuries since, there have been countless movements against oppression—
the term Adams et al. (1997) use to describe the pervasive and restricting relationship between
systemic inequality and the complex web of discrimination, personal bias, bigotry, and social
prejudices found within social institutions and individual consciousness (p. 4). Historical events
surrounding racism, sexism, classism, and the intersectionality of identities and power have led
to educational theories that seek to include the knowledge gained about individuals and group
identities (Adams, Bell, & Griffin, 1997). To oversimplify the message within the pedagogies
that emerged from the resulting analysis risks a loss of depth, yet this author will attempt: social
justice education seeks to make aware those living on both sides of an oppressive model the
exactness of their situation through deep listening to the lived experiences of “others” and critical
self-reflection, then encourages a change of actions henceforth from oppressive to antioppressive. Perhaps Kevin Kumashiro, the Founding Director of the Center for Anti-Oppressive
Education, said it best, “Teaching towards social justice involves preparing students to succeed
in whatever context they find themselves, including contexts that privilege and value the
dominant narratives, the mainstream culture, the ‘traditional values,’ and the rules for succeeding
that often are unspoken and taken-for-granted. Curriculum standards are one way that schools
can make such rules explicit and accessible” (XXV). This philosophy entered the mainstream
when the Supreme Court ruled to desegregate public schools in 1954 and continues to evolve and
develop against oppressive social forces.
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Like social justice pedagogies, transformative peace pedagogies help bridge the gap
between lived experiences for people from marginalized populations and their ability to act with
agency within and against the complex system of conditions that make up a culture of structural
violence. Moreover, this process—which contains a multitude of points of entry—can provide
personal understanding and meaning for the physical or structural violence experienced (Jenkins,
2016). Unsurprisingly, transformative pedagogies may contribute to the mental well-being of
asynchronous gifted students from subcultures or underrepresented populations who are known
to develop intricate and highly-detailed inner realities and vigorously defend those realities
(Ackerman, 1997). Moreover, as STEM students whose academic lives are centered on ProblemBased Learning, transformative peace pedagogy, the “antithesis of indoctrination”, makes sense
for their residential lives as it develops critical thinking skills and fostering ethical inter- and
intra-subjective relationships” that are learner-centered (Jenkins, 2016, p. 3). The United Nations
has worked for decades to institutionalize that which can be learned from transformative peace
studies by living up to the words in its Constitution: “since wars begin in the minds of men, it is
in the minds of men that the defenses of peace must be constructed” (UNESCO, as cited in
Jenkins, 2016). This institutional transformation has created the field of international human
rights law and allowed for a globalized economy.
Since the 1990s human rights education has been a growing movement internationally
across educational institutions, non-governmental organizations, and government agencies alike
focused on strengthening human rights and fundamental freedoms and the advocacy to guarantee
these with democratic means (Tibbits, 2002). Necessarily, these efforts are conducted by
individuals—and in order for such advocacy to be effective a “human rights culture” must be
established by reaching out and educating individuals as well as affecting policy (p. 161). A
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review of literature in “Bringing Human Rights Education to US Classrooms” (2015) explores
the extent to which human rights topics and instruction have been introduced into the curriculum
across the states—despite the efforts of dozens of nongovernmental organizations and countless
classroom teachers the results failed to meet the expectations of the UN Office of the High
Commissioner for Human Rights (Katz & Spero, 2015, p. 11).
The development of human rights education is not a recent prospect, although it has
received greater international support in the twilight of the 20th century. Tibbits (2011) outlines
brief history of the advancement of human rights education on the world stage in Bringing
Human Rights Education to US Classrooms. The Universal Declaration of Human Rights (1948)
explicitly states: “Whereas Member States have pledged themselves to achieve, in cooperation
with the United Nations, the promotion of universal respect for and observance of human rights
and fundamental freedoms”. Fifty-eight nation-states signed that document on December 10,
1948. Over the next sixty-years the United Nations Educational, Scientific and Cultural
Organization (OSCE) brought forth language specifying education towards the advancement of
human rights in 1974, the World Conference on Human Rights in 1993 set the stage for a global
movement in governance priorities, and in 1994 the United Nations established United Nations
Decade for Human Rights Education that ran from 1995-2004. Tibbits (p.6) emphasizes the
movement’s importance by including a quote from UN Declaration on Human Rights Education
and Training: “Everyone has the right to know, seek and receive information about all human
rights and fundamental freedoms and should have access to human rights education and training”
(United National General Assembly, 2011, Art. 2, para 1).
In addition to the legal history and perspective outlined above, the human rights
education framework encompasses a variety of pedagogies—all of which seek to provide “skills,
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knowledge, and motivation to individuals to transform their own lives and realities so that they
reflect human rights norms and values” (Tibbits as cited in Katz & Spero, 2015, p. 8). Some
of these pedagogies include:
Experiential and activity centered

Involving the solicitation of learners’ prior knowledge and offering
activities that draw out learners’ experiences and knowledge

Problem-posing

Challenging the learners’ prior knowledge

Participative

Encouraging collective efforts in clarifying concepts, analyzing
themes, and engaging in the activities

Dialectical

Requiring learners to compare their perspectives and values with
those offered by authoritative sources

Analytical

Asking learners to think about who benefits or is disadvantaged by
values and practices found within culture and society

Healing

Promoting human rights in intrapersonal and interpersonal relations

Strategic thinking oriented

Directing learners to set their own goals and to think of strategic ways
to achieve them

Goal-and-action-oriented

Allowing learners to plan and organize actions in relation to their
goals

(Tibbits as cited in Katz & Spero, 2015).
In 1993 the Illinois Mathematics & Science Academy established the Center for ProblemBased Learning (Gernes, 2011). Some of those above pedagogies are closely related to the
pedagogy practiced and valued by the Illinois Mathematics & Science Academy:
“Problem-based learning (PBL) is an authentic, experiential form of learning
centered around the collaborative investigation and resolution of real-world
problems. In PBL, students address a problematic situation from the perspective
of a stakeholder in the situation. As both a curriculum organizer and instructional
strategy, PBL fosters active learning, supports knowledge construction, integrates
disciplines, and naturally combines school learning with real life” (Torp & Sage,
2002).
In 2012, the OSCE Office for Democratic Institutions and Human Rights released core
competencies for human rights education that included three subcategories: 1)
Knowledge/Understanding, 2) Attitudes/Values, 3) Skills/Actions (OSCE ODIHR as cited in
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Katz & Spero, 2015, p. 10). These core competencies focus on human rights content within
historical and sociopolitical contexts, the interpersonal standards and universal moral principles
that are the foundation of the framework, and the interactive component that encourages
individual expression and a practice towards involvement in human rights matters. An analysis
of the current Residence Life Curriculum Learning Standards shows that the residential
curriculum is well-suited for implementing human rights content as it already heavily
emphasizes the same Attitudes/Values and Skills/Actions found in HRE: “A. Identify,
understand, and accept the rights and responsibilities of belonging in a diverse community. B.
Make reasoned decisions which reflect ethical standards, and act in accordance with those
decisions. C. Develop and understanding of the interdependent aspects of self, including who
they are, what they want, and how they react to others in their environment. D. Establish and
commit to a personal wellness lifestyle in the development of the whole self” (Hernandez, 1999).
Human Rights Education Subcategory

OSCE Human Rights Education
Core Competencies

1.

Knowledge/Understanding







Core human rights standards,
such as the UDHR and the UN
Convention on the Rights of the
Child. Depending upon the
national context, the Convention
Relating to the Status of
Refugees might also be
referenced, as well as specific
rights such as the child’s right to
protection that applies in the
contexts of conflict, disasters,
and poverty.
Critical human rights challenges
in our schools, communities and
societies, and factors that
contribute to
supporting/undermining the
enjoyment of human rights.
Current or historical human
rights issues or movements in
our own country or the world,
and individuals and groups that
contributed to upholding human

IMSA Residence Life Curriculum
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rights.
2.

Attitudes/Values









Respect for oneself and others
based on the recognition of the
dignity of all persons and of
their human rights.
Acceptance of and respect for
persons of different race,
color, language, age, disability,
sex, gender, religion or belief,
national, ethnic or social
origin, property, and other
differences, with awareness of
one’s own inherent prejudices
and biases and endeavoring to
overcome them.
Openness to reflecting and
learning so as to improve
personal behaviors aligned
with human rights principles.
Compassion for and solidarity
with those suffering human
rights violations and those who
are the targets of attacks
resulting from injustice and
discrimination.

















Unifying Concepts and
Standards
Personal Responsibility is the
student's ability to understand
that they are responsible for the
choices that they make and must
accept the consequences of their
behavior.
Self as Learner involves the
student discovering and
understanding personal learning
styles in order to maximize their
learning potential. This would
include using appropriate study
skills and support systems.
Identity is defining self as
separate from others. It involves
identifying and reflecting on
values, beliefs, emotions,
strengths, weaknesses, purpose,
needs, and interests as a holistic
being.
Relationships involve creating,
maintaining, and ending
connections with others in a
healthy manner. This includes
the ability to communicate
effectively in a variety of
modalities and contexts.
Appreciation of Differences
involves an examination of
personal assumptions and
misconceptions regarding
others. Recognizing,
understanding, and appreciating
differences in others will enable
students to view the world from
multiple perspectives.
Community Membership
involves the student developing
a sense of belonging, including
finding one's place in the
community. This includes
recognizing how groups
function, and behaving
according to group standards
when and as appropriate.
Ethical Decision-making is the
process of making responsible
choices regarding personal and
group behaviors. It involves the
ability to weigh the pros and
cons of options, recognize
potential consequences, evaluate
the effectiveness of the choice,
and make necessary changes.
Personal Wellness is the ability
to recognize and understand
personal needs (i.e. physical,
emotional, social, spiritual,
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3.

Skills/Actions






Take an active part in
discussions and debates,
participating sensitively and
constructively on controversial
human rights topics.
Identify and apply strategies
for opposing all forms of
discrimination and bullying.
Network and collaborate with
others in advocating for human
rights.













mental), and to do what is
necessary to maintain optimal
well being. This includes
understanding personal stressors
and how to utilize interventions.
Positive Risk-taking is the
ability to distinguish between a
hazardous situation that may
adversely affect the well-being
of a person, and situations which
promote innovation, creativity,
and growth. Positive risk-taking
requires the courage to venture
into learning experiences that
may produce uncertain results.
Time Management is the process
of planning and carrying out
one's activities in relation to
available time, priority of tasks
to be performed, and
prearranged deadlines.
Goal-Setting and Planning is the
process of establishing realistic
and achievable objectives based
on individual needs, interests,
values, and beliefs. It involves
developing and implementing
action steps to achieve the
desired results, monitoring
progress towards goals, and
making necessary changes.
Learning Standards
A.1 working well with diverse
individuals and in diverse
situations [MCSLS 4.3]
A.2 understanding that group
and cultural influences
contribute to human
development, identity, and
behavior [MCSBS-1]
A.3 identifying unexamined
cultural, historical, and personal
assumptions and misconceptions
which affect their interactions
with others [SSL-II.A]
A.4 determining their personal
values, beliefs, needs, and
interests in order to forge
connections with themselves and
others and to deepen the
meaning of their lives. [SSL-1B;
MCSLS-3.2]
A.5 developing an appreciation
for new ideas, cultural
differences, and life-styles.
[ACUHOI-A6]
A.6 appreciating cultural and
esthetic differences. [CASHRL2.5H]
B.1 analyzing, forming and/or
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clarifying their own values.
[CASHRL-2.5D; ACUHOI-A3]
B.2 identifying areas of
dissonance [lack of harmony]
between their personal values
and those of the community.
[SSL-5B]
B.3 developing a sense of
respect for self, others and
property, and a sense of fairness.
[ACUHOI-A5]
B.4 learning and applying
decision-making techniques
[MCSLS-.3.6; ASCA-3B]
B.5 making decisions that are
congruent with their values and
beliefs.
C.1 contributing to the overall
effort of a group [MCSLS-4.1,
NSFAL-4, 5]
C.2 working independently and
interdependently. [CASHRL2.5I]
C.3 identifying, developing,
and/or confirming one's own
sense of identity. [ACUHOIA11]
C.4 living cooperatively with
others [ACUHOI-A1, A2]
C.5 using conflict resolution
techniques [MCSLS-4.2]
C.6 displaying effective
interpersonal communication
skills [MCSLS-4.4, ILAoL-2]
C.7 performing accurate selfappraisal [MCSLS 2.2, ILAoL4]
C.8 managing and directing
one's own learning [NSFAL-8]
C.9 demonstrating leadership
skills [MCSLS-4.5]
D.1 recognizing the holistic
nature of wellness [ILAoL5;MCSBS-3]
D.2 setting and managing goals
[MCSLS-2.1]
D.3 engaging in a personally
satisfying and effective style of
living [CASHRL-2.5G]
D.4 maintaining mental and
emotional health [MCSH-4]
D.5 understanding aspects of
substance use and abuse
[MCSH-9]
D.6 maintaining and promoting
self-care [MCSH-7]
D.7 developing physical fitness
[CASHRL-2.5E]
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THRED
As previously stated, the first framework this study and project will utilize will be
Transformative Human Rights Education. THRED operates as a third model within Human
Rights Education, with the other two widely accepted models being the Values & Awareness
model and the Accountability model (Tibbits, 2002). This framework was chosen due to its focus
on minority rights and that the complete program closely relates to the core components of the
residential curriculum by the Council for the Advancement of Standards in Education, such as
fellowship, conflict-resolution, and leadership development—these already function as the
foundation for the IMSA residential curriculum program (Tibbits, 2002). Breaking from Tibbits
(2002), who states: “This model assumes that the learner has had personal experiences that can
be seen as human rights violations” (p. 166), this author references Bajaj, Cislaghi, and Mackie
(2016): “Youth and adult learners from more privileged backgrounds can also undergo individual
and collective consciousness-raising through transformative human rights education by
deepening and expanding civic education engagement locally, nationally, and globally” (p. 16).
With asynchronous students living and learning with other high ability students from every
corner of the state, their asynchrony may be less visible; having direct knowledge of the
backgrounds of the asynchronous gifted students and no common experience outside of IMSA,
this framework is reasonable. As this curriculum project is aimed at reaching these students from
subcultures or underrepresented populations, this framework will be more likely to be pertinent
to their lived experiences.

ASYNCHRONOUS GIFTED STUDENTS
The criteria used to construct the framework are from “Advancing Transformative
Human Rights Education: Appendix D to the Report of the Global Citizenship Commission”
(Bajaj et al., 2016):
Principals of THRED.
1. Transformative Human Rights Education endeavors to awaken people’s
critical consciousness on human rights and to promote their collaborative
realization.
2. Transformative Human Rights Education engages participants and educators
in collaborative learning about their social reality through entertaining,
experiential, and participatory methods.
3. Transformative Human Rights Education encompasses different educational
settings.
4. Transformative Human Rights Education helps people contextualize global
ethics within local values and understandings of the world, fostering human
solidarity through human rights.
5. Transformative Human Rights Education gives people access to possible new
ways of being.
6. Transformative Human Rights Education leads to individual and collective
action (Bajaj et al., 2016).
Jenkins (2016), discussing transformative peace pedagogies, states that “how we teach is
as important as what we teach” (p. 1). In THRED (Bajaj et al.), students and instructors
seek to “create knowledge together” by engaging in an “investigatory dialogue in which
the authority is neither the curriculum nor the teacher, but emerges in the exploratory
process itself” (p. 18). This is particularly appropriate for asynchronous gifted students as
the participatory nature of the pedagogy fits well with the overexcitabilities that help
construct their realities. Furthermore, the THRED model works well for the Resident
Counselor position as THRED instructors “design their sessions in terms of the local
context” (Bajaj et al, 2016, p.20). Each assessment within the curriculum project that
follows will contribute to one principle of Transformative Human Rights Education.

15
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Overexcitabilities
The second framework that will be used in this study and project is Dabrowski’s Theory of
Positive Disintegration (as cited in Ackerman, 2009) in which he identifies two differentiations
from other developmental theories: a third factor influencing development (after hereditary
endowment and environmental) that is not presented in all individuals, that nevertheless
“represents those autonomous processes which a person brings into [his] development, such as
inner conflict, self-awareness, choice and decision in relation to personal growth, [and]
conscious inner psychic transformation” (p. 83). This transformation (and the theory that
describes) it is not tied to physical development, relies heavily on the role that emotions play in
development, describes psychoneurosis affecting mental illness as integral to healthy
development, and that values systems exist in existential silos—and are not universal among
humanity (Ackerman, 1997).
The second differentiation describes a “constitutional endowment” not present in all
individuals that shows consistent overreaction to external and internal stimuli (p. 84). These
reactions appear in five different dimensions and each will be used as criteria to determine
whether an element of the project meets the objective of fitting both theoretical frameworks:
Psychic Overexcitability

Definition

Engagement Activity

Psychomotor

Surplus of energy, restless,
curious

Directed movement, sports,
spontaneous activity, try not to
restrict ability to move

Sensual

Sensory and esthetic pleasure

Touching, kinetic, art
interpretation

Intellectual

Strong signs of analysis and
synthesis, theoretical thinking,
probing questions, learning,
problem solving

Socratic method, questioning
current events, multimodal
activities
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Imaginational

Vivid fantasy life, spontaneous
imagery, sensitive to imaginary
realities

Creative writing, painting,
musical instrument

Emotional

Intensity of feelings, complex
emotions and feelings,
extremes of emotion,
sensitivity, identification with
the feelings of others, difficulty
adjusting to change

Creative writing, poetry,
questionnaires, family histories

(Piechowski as cited in Sword, 2003).
Though not all asynchronous gifted children will exhibit all five of these qualities, the key
component to remember is that for these students some of these qualities will combine to form an
experiential reality in a “stronger or more multisided manner”—and that they will have intense
reactions to those experiences (Dabrowski, 1972, as cited in Ackerman, 2009). Cheryl
Ackerman (2010), a leading scholar on giftedness, advocated for the use of overexcitabilities
(OEs) as a means of identifying gifted students and their needs, as well as a method by which to
design and implement classroom lessons. Like any theory of development, TPD is dynamic and
not static. Dabrowski (1996) described how overexcitabilities and levels of development are
integrated in TPD:
1. At lower levels, OEs are isolated, while at higher levels they become
integrated.
2. Expressions reflect the characteristics of a person’s level of development—
low is egocentric, primitive, lacking reflection, ahierarchical, and high is the
opposite.
3. Interactions among OEs are developmentally important—psychomotor and
sensual can’t promote higher level development without imaginational,
intellectual, and emotional, which are necessary to transform them.
4. OEs play a fundamental role in the development of dynamisms, their tension,
their seeking for channels leading “upward”, their positive maladjustment and
transformation not only of the inner milieu but also of the external milieu
(p.74 as cited in Ackerman, 2009).
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The ability for asynchronous gifted students to shift from lower to higher levels of
development by engaging their overexcitabilities—though this shift is often immeasurable—is
the integral concept within the use of this framework in this curriculum project. Several authors
have used an Overexcitability Questionnaire to detect differences between identified gifted
students and other identified gifted students, as well as non-identified gifted students (Bouchard,
2011; Imburgia, McGrath, & Kolar, 2012). Age has been determined to be a factor in the
expression and identification of overexcitabilities, with younger students showing little variation
in OE scores; the older the children get, the closer their scores are to adults who identify with the
same overexcitabilities (Gross, Rinn, & Jamieson, 2007). A 2012 study out of IMSA found that
its “female sophomore students had significantly higher sensual and emotional levels than
males” (Imburgia, McGrath, & Kolar, 2012, p.10). Regardless, this project will not differentiate
between the value perceived to a student by focusing on any particular OE due to gender.
Aside from the identification of asynchronous gifted students and the adaptation of that
material for use towards development, there is plenty of literature that describes their needs and
how best to serve them. Silverman (1998) uses the lens of asynchrony to differentiate between
the perspective of society and the perspective of the gifted “Self” (p. 205). She goes on to
describe the act of lying to be an act that not only jeopardizes the trusted relationships of the
gifted individual, but the process of self-actualization that is visceral and innate to the
asynchronous student. Perfectionism, a trait often found in gifted students, can be attributed to
conscientiousness rather than neurosis—although the attainment of the standards set by the Self
can lead to mental anguish if disrupted (Parker, 1997 as cited in Silverman, 1998). Lovecky (as
cited in Silverman) describes the importance of a facility such as IMSA when writing: “Social
rejection and the fear of social isolation play critical roles in the development of the Self. Gifted
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children and adults often try to repress the real needs of the Self in order to maintain connections
with others” (p. 207). The use of the Theory of Positive Disintegration as a piece of the
theoretical framework, with its focus on the overexcitabilities of gifted students, will aid the
development of the cohort of children that participate in the residential curriculum that is this
project.
Marshall (2009) takes much of the new literature about gifted students and the scientific
discoveries made about cognitive development of the brain into consideration in her book
Programs and Services for Gifted Secondary Students, written using the observations she made
while President of the Illinois Mathematics & Science Academy: “Talent must be ignited,
nurtured, and sustained by design, through wise, knowledge-based policies and innovative best
practices” (p. viii). Several authors used social-coping questionnaires, with a meta-analysis
finding consistent factors which indicate strong coping mechanisms, including Denial of
Giftedness (Rudasill & Louisville, 2007; Swiatek & Cross, 2007; Swiatek, 1995). Silverman
(1998) found that denying giftedness was damaging to the gifted “Self”. Conversely, Cross &
Swiatek (2009) found that to be a successful coping strategy for residential students at the
Indiana Math & Science Academy; after graduation, participants were less likely to engage in
higher levels of social interaction and more likely to feel accepted by their peers. Gross (1989)
predicted that phenomenon: “If the pursuit of intimacy is [the gifted child’s] primary need, he
must moderate his standards of achievement, conceal, to some extent at least, his intellectual
interests, and conform to a value system that may be seriously at variance with his own level of
moral development” (as cited in Swiatek, 1995). This author then sees contributing to the
developing the respect for intimacy, community, and moral development as integral to this
residential curriculum project.
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Emotional development and moral development are often intertwined at the academic
level, particularly because of the debate over universal versus relativistic values. King &
Kitchener (1981) describe the development of critical-thinking skills as a reflective judgement
process of available evidence as the means towards judgment-making in adolescents. Kohlberg
(1977) indicated that moral development passes through two stages where cultural relativism
might pressure an individual to plateau. Schutte, Wolfensberger, & Tirri (2014) studied highability students in the Netherlands and determined that college students of high ability scored
higher in ethical sensitivity than average-ability students; this data built on three other studied
that found similar results for high ability students aged 14-17 (Howard-Hamilton, 1994; Lee &
Olszewski-Kubilius, 2006; and Tirri & Nokelainen, 2007 as cited in Schutte, Wolfensberger, &
Tirri, 2014). Also addressing gifted children, Silverman (2011) demonstrates that the moral
sensitivity in asynchronous gifted people is the defining characteristic of their gifted “Self” and
states, “if we want to have moral leaders, we need to understand and nurture the inner world of
the gifted” (p. 8). This sensitivity can often result in existential depression, as the students
adjust to the knowledge that they cannot affect change on the same levels of their internal
understanding (Webb, 2011). The literature review that follows directly builds into the
curriculum project that which addresses the aforementioned needs for gifted students.

CHAPTER II
REVIEW OF THE LITERATURE
Introduction
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This literature review will take a methodological approach, and will be structured around
six subgroups—each one incorporating a new residential life curriculum requirement with
student needs from a subculture or underrepresented population utilizing the THRED model.
These subcultures and underrepresented populations include: women, Latinx students, Black
students, economically disadvantaged students, students with disabilities, and LGBTQ
populations. The project that follows this literature review will be the culmination of this
research—and each guiding topic will be developed into a residential life program based on this
research.
Women
The first principle of Transformative Human Rights Education (THRED) is to endeavor “to
awaken people’s critical consciousness on human rights and to promote their collaborative
realization” (Bajaj et al., 2016, p. 76). Considering women make up half of the global
population, it seemed prudent then to begin by addressing the rights that affect them the most.
Thusly, as this author works with a cohort of students living in a male residence hall (without
any current students having expressed a gender identity aside from cis-male) this program was
designed to address the needs of our female population by addressing the thoughts and actions of
my male students. According to Objective 6 of the IMSA Diversity Plan, the Academy needs to
provide resources towards the subculture of women that:
Empower students, faculty, and staff to create a campus climate that values all
women and their diverse identities and experiences; Provide resources on issues
that disproportionately affect women such as sexual harassment, relationship
violence, sexual assault, and body image issues (IMSA, 2014, p. 7).
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The information that follows seeks to provide the academic resources towards accomplishing
those goals while serving the needs of the asynchronous students.
Article 3 of the Universal Declaration of Human Rights (1948) states “Everyone has the
right to life, liberty and security of person.” The acknowledgment of this right is especially
important given that Safaei (2011) found that women fair far more favorably in terms of
expectation of life and quality of life in the nations that promote democracy and human rights.
Nobel Laurette in Economics Angus Deaton (2015) reinforces that claim when he writes,
“Wellbeing includes material wellbeing, such as income and wealth; physical and psychological
wellbeing, represented by health and happiness; and education and the ability to participate in
civil society through democracy and the rule of law" (p. 24). Unfortunately, such basic truths
have not prevented horrific crimes against women from occurring.
Women around the world experience harassment and violence on an hourly basis.
According to the United Nations (2016), over a third of women experience physical or sexual
violence by an intimate partner or non-partner at some point during their lifetime. The National
Sexual Violence Resource Center (2015) states that eight out of ten rape survivors knew the
person who assaulted them; not unrelated, nearly 50% of women who were victims of homicide
around the world were murdered by an intimate partner or family member (United Nations,
2016). The combination of these facts makes a strong case for educating young men towards
thinking critically about their relationships with the women in their lives.
Bajaj et al. (2016) lead with examples of THRED in action by highlighting programs in
India, West Africa, and Columbia. One of the key takeaways from these programs is that they
were successful due to the students relating to the human rights material; this was possible
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because the students could “see” themselves in it (p. 77). The majority of this author’s students
were white or Asian middle-class STEM students—assuming that they would engage because
they could “see” themselves in the material might be an ineffective route. Moreover, in a
program involving discussions of violations against women perpetrated by men, it is imperative
that asynchronous gifted male students see themselves as having positive agency rather than
internalizing the misdeeds of others—or fearing that their own sexuality is cause for alarm.
Thusly this author’s research focused on building a culture of consent.
Flyntz (2012) shifts the narrative from combatting rape culture to building a culture of
consent by emphasizing “healing spaces” and the importance of relating childhood trauma to a
lifelong process of connecting with community, and then having their survivor’s experience
validated (p. 18). The Student Health Advisory Committee at University of California Berkeley
(2014) deconstructs consent into three pillars: “1. Knowing exactly what and how much a person
is agreeing to 2. Expressing interest to participate and 3. Freely and voluntarily expressing that
consent” (p. 1). Some asynchronous students may not be mentally or emotionally prepared to
discuss sexual violence or the role men play in it, but they are more than capable of learning on a
topic such as consensual touching. Schroeder, Utt, Gillis, & Royse (2016) discuss ways to
develop the decision-making process of asking for a yes and no. Kempner (2015) emphasizes the
respecting the answer one receives from those questions. Rutherford-Morrison (2015) discusses
bodily autonomy and agency. This author decided then to create a program that would “endeavor
to awaken [asynchronous student’s] critical consciousness on human rights and to promote their
collective realization” by allowing the students to use their overexcitabilities to connect newly
acquired knowledge of bodily autonomy, personal agency, and consent to the greater human
rights issues affecting women previously discussed. That program can be found in Chapter III.
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Latinx Students
The second principle of Transformative Human Rights Education is to endeavor “[E]ngage
participants and educators in collaborative learning about their social reality through
entertaining, experiential, and participatory methods” (Bajaj et al., 2016, p. 77). As 9.8% of the
IMSA student population identifies as Hispanic/Latinx, it is likely that these students bring with
them issues that many other Latinx students face outside of our institution. This author will begin
this process of altering the social reality by introducing the term Latinx—a gender-neutral
alternative to Latino or Latina. These issues are included in the reasoning for Objective 6 of the
Illinois Mathematics & Science Academy Diversity Plan: “Provide an opportunity for
[Underrepresented Populations] faculty/staff to convene to discuss related issues and provide an
additional level of support for URP students; Create and implement programs to ensure that
underrepresented populations have equal access and support to be successful in our academic
offerings in STEM; Discuss Historically Black Colleges and Universities and Hispanic-Serving
College and Universities as options for higher education” (IMSA, 2014, p. 7). The information
that follows seeks to provide the academic resources towards accomplishing those goals while
serving the needs of the asynchronous students.
Article 26 of the Universal Declaration of Human Rights (1948) states:
(1) Everyone has the right to education. Education shall be free, at least in the
elementary and fundamental stages. Elementary education shall be compulsory.
Technical and professional education shall be made generally available and higher
education shall be equally accessible to all on the basis of merit. (2) Education
shall be directed to the full development of the human personality and to the
strengthening of respect for human rights and fundamental freedoms. It shall
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promote understanding, tolerance and friendship among all nations, racial or
religious groups, and shall further the activities of the United Nations for the
maintenance of peace. (3) Parents have a prior right to choose the kind of
education that shall be given to their children.
Unfortunately, this document does not prevent historical and systemic barriers from impeding
the Latinx community from expressing their rights to an education.
The Latinx community in the United States continues to grow, reaching 57 million people
in 2015 (Krogstad, 2016). Unfortunately, educational opportunities have not grown at the same
pace. In Illinois, for instance, despite Hispanic students reaching twenty-five percent of the total
student population for the state and nearly fifty percent of the students in the Chicago Public
School system, there is a widening achievement gap between those students and their white
counterparts resulting in less than thirty percent of Latinx students being rated “college-ready”
by their ACT score as compared to sixty percent of white students (Dabrowski, 2015). Lopez
(2009) found that more than three-quarters of survey respondents indicated that it is their
parents’ express wish for them to attend college after high school. Despite this, a 2014 National
Journal poll found that two-thirds of the students who enrolled in military service or took a job
directly after high school did so because of the “need to help support their family” (Krogstad,
2016). Schneider, Martinez, and Owens (2006) found additional systemic barriers to Latinx
educational achievement: many students come from Spanish-speaking households, their
households are often of less means than their white counterparts, their teachers are more likely to
be inexperienced, they are less likely to ever have a Latinx instructor, and they often require
additional support in transitioning into high school. Additionally, Umpierre, Meyers, Ortiz,
Paulino, Rodriguez, Miranda, Rodriguez, Kranes, & McKay (2015) found that Latinx parents
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from urban community need higher levels of mental health literacy when it comes to their
children; considering the key role than mental health plays in the education process for
asynchronous students, recognizing that gaps exist in understanding between student and parent
is imperative. Quiocho and Daoud (2006) dispel the myth that Latinx parents do not wish to be
involved in their student’s academic lives by showing that is a teacher perception, and their
research indicates those parents felt excluded from the school community.
Bajaj et al. (2016) lead with examples of Transformational Human Rights Education
(THRED) in action by highlighting programs in India, West Africa, and Columbia. One of the
key takeaways from these programs is that they were successful due to their participatory
educational methods, including creating collaborative learning dialogues in India and a nonhierarchical approach to discussion in Columbia. The program that follows combines both of
those philosophies in a role-playing game which creates space for altering the social reality of
the players—seeking to give opportunities for asynchronous and Latinx students to address their
educational concerns, for those same students to witness how their classmates approach the
exercise, and for those same classmates to enter the space created by the asynchronous and
Latinx students for an opportunity to better understand their different social reality. The majority
of this author’s students were not Latino, and the one student who did identify as Latino did not
come from a low-income household; however that does not negate the importance addressing
those issues in a program.
Ouyang and Conoley (2007) suggested a correlation between low-income families and the
disproportionately low enrollment rates in gifted and talented education (GATE) programs.
Thusly, identifying gifted and highly talented students from Latinx communities—and educating
them properly—is of the utmost importance. Brice and Brice (2004) found that attempting to
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identify gifted Latinx students from a rural community by their reading scores was most often
fruitless, but a strong correlation existed between math scores on Standardized Tests and entry
into gifted programs. Additionally, they recommend the use of non-standardized methods for
identification, such as the Teacher’s Checklist T.A.R.G.E.T. –B Program.
Juarez, Rios, & Suarez (2011) address that Latinx students are often mischaracterized as
lacking in self-discipline or needing supervision—before shifting the conversation towards
working with those Latinx student identified as gifted and talented, including recommendations
for classroom accommodations, special classes, accelerated advancement, and full-time
grouping—as well as culturally relevant teaching and learning. The Colorado Statewide Parent
Coalition (2004) addresses culturally sensitivity and cultural conflicts when engaging immigrant
parents, proposing a strength-based approach. Tornatzky, Cutler, & Lee (2002) attempted to
compile notes from Latinx students and families finding success in college, stressing the
importance of conversations about Advanced Placement test while in high school. This author
decided then to create a program that would “engage participants and educators in collaborative
learning about their social reality through entertaining, experiential, and participatory methods”
by allowing the students to use their overexcitabilities to role-play in an effort to connect newly
acquired knowledge about the right to education and its connection to altering social realities via
conversations with their parents. That program can be found in Chapter III.

Black Students
The third principle of Transformative Human Rights Education is that it “[E]ncompasses
different education settings” (Bajaj et al., 2016, p. 78). As 7.7% of the IMSA student population
identifies as Black/African American, it is likely that these students bring with them issues that
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many other black students face outside of the Academy, especially in terms of community. These
issues are included in the reasoning for Objective 6 of the Illinois Mathematics & Science
Academy Diversity Plan:
Provide an opportunity for [Underrepresented Populations] faculty/staff to
convene to discuss related issues and provide an additional level of support for
URP students; Create and implement programs to ensure that underrepresented
populations have equal access and support to be successful in our academic
offerings in STEM; Discuss Historically Black Colleges and Universities and
Hispanic-Serving College and Universities as options for higher education”
(IMSA, 2014, p. 7).
The information that follows seeks to provide the academic resources towards accomplishing
those goals while serving the needs of the asynchronous students.
Incorporating human rights, Article 27 of the Universal Declaration of Human Rights
(1948) states:
(1) Everyone has the right freely to participate in the cultural life of the
community, to enjoy the arts and to share in scientific advancement and its
benefits. (2) Everyone has the right to the protection of the moral and material
interests resulting from any scientific, literary or artistic production of which he is
the author.
The cultural life of the community can often be dictated to black students rather than constructed
with their input (Anderson, 2015; Makinde, 2016). Anderson (2015) found that black students
often view these academic spaces as “white spaces” that they must navigate “as a condition of
their existence”—reflexively seeking out other people of color so as to maximize their comfort
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as they adjust their personality for the space (p. 10). Coleman (2017) suggests that gifted and
talented black students bring with them multiple personalities originally crafted to help students
assimilate into their different cultures: their home life and their academic lives. Additionally,
studies show that there is a large achievement gap between black students and students of other
races when it comes to science, technology, engineering, and mathematics (STEM) education
(Coleman, 2014; Coleman, 2017).
Bajaj et al. (2016) lead with examples of Transformational Human Rights Education
(THRED) in action by highlighting programs in India and Columbia. One of the key takeaways
from these programs is that human rights information is best taught in an assortment of
educational settings—both formal and informal. The program that follows reconstructs the living
space into a learning space while simultaneously using Academy alumni lifestyles, career
choices, and contact information to open pathways for the asynchronous and Black students to
contemplate a plethora of learning spaces that might follow high school. Bourke (2014)
emphasizes the need to be aware of the positionality for this author as a white educator in higher
education addressing the needs of students of color. The majority of this author’s students were
not black, however that does not negate the importance addressing community issues for
asynchronous and black students in a program—and in fact might reinforce its need.
Coleman (2014) found that access to concentrated programs throughout a black student’s
education can result in sustained interest in STEM and the pursuit of a STEM career. In
researching the motivation behind that pursuit, Coleman (2016) found that gifted and talented
black IMSA student and alumni engage in STEM due to: 1) STEM being a progressive field
which leads to discovery, 2) Learning/discovery of knowledge, 3) Passion for STEM, 4)
Obligation to Black community/break negative stigmas, 5) competitive nature of STEM, 6) solve
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problems/to advance humanity, and 7) Money (p.37). Coleman (2017) recommends a 5-step
model: 1) Early STEM exposure, 2) IMSA as a Model, 3) Historical and Current News
Discussion, 4) Personal Assessment and Evaluation, and 5) Leadership Opportunities (p. 60).
This author decided then to create a program that would fulfill IMSA as a Model, Historical and
Current News Discussion, and Personal Assessment and Evaluation through “encompassing
different education settings” by allowing the asynchronous and Black students to use their
overexcitabilities to investigate the lifestyles, career paths, and contact information for IMSA
alumni—and the commonalities that result from that investigation. That program can be found in
Chapter III.

Economically Disadvantaged Students
The fourth principle of Transformative Human Rights Education is that it “[h]elps people
contextualize global ethics within local values and understandings of the world, fostering human
solidarity through human rights” (Bajaj et al., 2016, p. 79). In 1990, thirty-five percent of the
world lived on less than $1.90 per day; that number was reduced to 12.4 percent in 2012 and to
10.7 percent in 2013 (World Bank, 2017). The World Bank (2016) determined that it would take
less than fifty percent of “the tax revenue estimated to be lost annually through tax avoidance” to
eradicate extreme poverty worldwide (p. 62). In the United States, real median income is 1.6
percent lower than in 2007 while the median income for Black and Latinx households did not
change in any statistically significant manner (United States Census, 2015). There were 43.1
million people in poverty, or less than $15.77 per day, in the United States in 2015 with nearly
one in five children remaining in poverty (United States Census, 2015; Kochhar, 2015). It is
then, statistically probable that some of The Academy’s students are economically disadvantaged
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to this extreme. These issues are included in the reasoning for Objective 6 of the Illinois
Mathematics & Science Academy Diversity Plan:
Provide an opportunity for [Underrepresented Populations] faculty/staff to
convene to discuss related issues and provide an additional level of support for
URP students; Create and implement programs to ensure that underrepresented
populations have equal access and support to be successful in our academic
offerings in STEM; Discuss Historically Black Colleges and Universities and
Hispanic-Serving College and Universities as options for higher education
(IMSA, 2014, p. 7).
The information that follows seeks to provide the academic resources towards accomplishing
those goals while serving the needs of the asynchronous students.
Addressing human rights, Article 25 of the Universal Declaration of Human Rights (1948)
states:
(1) Everyone has the right to a standard of living adequate for the health and wellbeing of himself and of his family, including food, clothing, housing and medical
care and necessary social services, and the right to security in the event of
unemployment, sickness, disability, widowhood, old age or other lack of
livelihood in circumstances beyond his control. (2) Motherhood and childhood are
entitled to special care and assistance. All children, whether born in or out of
wedlock, shall enjoy the same social protection.
Unfortunately, when one in five children in the United States lives in a state of poverty, they are
not adequately able to express their human rights.
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Bajaj et al. (2016) lead with examples of Transformational Human Rights Education
(THRED) in action by highlighting programs in India and Columbia. One of the key takeaways
from these programs is that they were successful due to bringing together people to share their
experiences, identify with a larger human rights narrative, and begin the process of collective
action. The program that follows brings together students from different economic experiences,
seeking to give opportunities for asynchronous and economically disadvantaged students to
recognize pathways for success despite their hardship and for their classmates to endure the
length of an exercise where their privilege may be stripped away—and for there to be a
purposefully created space for discussion afterward. The majority of this author’s students were
not economically disadvantaged, however that does not negate the importance addressing those
issues in a program—and may in fact highlight the need.
One of the great benefits of continued STEM education is access to careers with higherthan-average incomes. Identifying gifted students from low-income households is an
unambiguous problem that is found across race and culture (Slocumb, 2001, as cited in Swanson,
2006). Moreover, providing this type of education to the highest ability learners from lowincome households provides the greatest net benefit to those students individually, as well as
society as a whole (Ceci & Papierno, 2005 as cited in Kaul, et. al, 2015). Swanson (2006) found
that in lieu of focusing on identifying gifted students, applying gifted curriculum to the entire
class results in three things: 1) a three-hundred percent increase in the gifted population, 2)
overall achievement increased, and 3) “teachers demonstrated attitudinal shifts” (p. 23).
Similarly, Card & Guiliano (2015) found that by applying a universal screening process instead
of the traditional referral methods, inclusion of students from low-income households increased
dramatically and that those students most often identified as Black or Latinx; after the program
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was suspended, the demographics of the gifted program reverted back to pre-universal screening
numbers.
Due to classmates often having a misperception or complete ignorance of the fact that
economically disadvantaged students can persist and succeed within an academically gifted
environment, they go on to provide pathways for instructors to connect with and validate the
feelings and experiences of those students (Stambaugh & Ford, 2014). Additional programs,
such as the Partnership for Promoting Potential in Low-Income Gifted Students model, have
been found to increase exposure to subjects that encourage opportunity and practice, developing
efficacy and confidence in “selected talent areas”, as well as developing “key psychosocial
skills” for interpersonal engagements (Kaul, et. al., 2015, p. 39).
This author decided then to create a program that “helps people contextualize global ethics
within local values and understandings of the world, fostering human solidarity through human
rights” by allowing the asynchronous and economically disadvantaged students to use their
overexcitabilities to investigate their ability to succeed in a barter and trade economic system
that values some participants more than others—while also creating space for the deconstruction
of the participants privileges and biases. That program can be found in Chapter III.

Students with Disabilities
The fifth principle of Transformative Human Rights Education is that it “gives people
access to possible new ways of being” (Bajaj et al., 2016, p. 80). Though there exist as many
disabilities as there are those who live with them, diagnoses of learning disabilities have been on
the rise in the United States. In 2013-14, 4.5 million students with specific learning disabilities
were served under the Individuals with Disabilities Education Act and 500,000 students
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diagnosed with Autism Spectrum Disorder (ASD) were also served (NCES, 2016). The rate in
which ASD had been diagnosed has increased over time, from 1 in 150 children in 2000 to 1 in
68 in 2012 (CDC, 2016). In 2011, one in every two students with a learning disability faced a
suspension or an expulsion (Cortiella & Horowitz, 2014). Though these are issues for many
institutions, the Office for Civil Rights at the US. Department of Education stated that denying
access to accelerated programs for students with disabilities was a violation of their rights and of
the law (Cortiella & Horowitz, 2014).
These issues are included in the reasoning for Objective 6 of the Illinois Mathematics &
Science Academy Diversity Plan:
People with Disabilities: Ensure that students, faculty, and staff who identify as
having a disability receive appropriate support regarding services and
accommodations; Ensure students, faculty, and staff who identify as having a
disability have access to services and accommodations; Ensure that students,
faculty, and staff with disabilities receive reasonable and appropriate
accommodations as to have equal access to all institutional programs and services
regardless of the type and extent of the disability; Support victims of bias-related
incidents (IMSA, 2014, p. 7).
The information that follows seeks to provide the academic resources while serving the needs of
the asynchronous students.
Addressing human rights, Article 22 of the Universal Declaration of Human Rights
(1948) states:
Everyone, as a member of society, has the right to social security and is entitled to
realization, through national effort and international co-operation and in
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accordance with the organization and resources of each State, of the economic,
social and cultural rights indispensable for his dignity and the free development of
his personality.
In the case of disability, accessing a proper education can be a battle for expressing these
human rights.
Bajaj et al. (2016) lead with examples of Transformational Human Rights Education
(THRED) in action by highlighting programs in India, West Africa, and Columbia. One of the
key takeaways from these programs is that they were successful was due the share space created
during the human rights exercises and the participants’ ability to reconcile the realities of their
lives while imagining a different future. This process can be particularly useful for those students
carrying the label of twice-exceptional—that is gifted students with learning disabilities. The
program that follows brings together students with varying cognitive capacities, learning
disorders, and natural abilities seeking to give opportunities for asynchronous and twiceexceptional students to discover the value of working within their community, to have a tangible
process of interpersonal interaction with goal of sustained contact or task accomplishment, and
for their classmates to understand how navigating the complex web of social and professional
life can be more innate to some than other—and for there to be a created space for discussion of
human dignity afterward. The majority of this author’s students were not twice-exceptional nor
living with a disability, however that does not negate the importance addressing those issues in a
program—and may in fact highlight the need.
Only 2% of students with learning disabilities tested in the exceptional range in Math &
Reading (Cortiella & Horowitz, 2014). However, many of these exceptional students are
overlooked due to instructor focus on deficits (Whitmore & Maker, 1985, as cited in Douglass,
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2007). While student’s learning disability may often mask their giftedness, the opposite can be
just as true—a student’s giftedness masking their learning disability (Baum & Owen, 2004 as
cited in Douglass, 2007). These twice-exceptional students often benefit from activities and
lessons which allow their gifted natures to be expressed outside an area where their disability
usually reigns (Douglass, 2007; Mann, 2006; Colorado Department of Education, 2012). Due to
their academic struggles, twice-exceptional students often felt as if they were different from their
peers, even if enrolled in gifted programs (Barber & Mueller, 2011). Gifted students without
learning disabilities often use their “advanced cognitive skills” to create coping strategies for
social interaction—this is not the case for twice-exceptional students (Swiatek, 1995). Due to
their gifted nature, their perception of Self and the internal logic they use to make sense of their
heightened experiences reigns supreme—and thus “the perception of feeling different…is more
driving behavior than the actual opinions of friends” (Barber & Mueller, 2011, Reis & Renzulli,
2004). This author decided then to create a program that “gives people access to possible new
ways of being” by allowing the asynchronous and twice-exceptional students to use their
overexcitabilities to construct and deconstruct complex social interactions through visual, audial,
and kinetic exercises. That program can be found in Chapter III.

LGBTQ Populations
The sixth principle of Transformative Human Rights Education is that it “leads to
individual and collective action” (Bajaj et al., 2016, p. 80). In 2015, the victim was targeted due
to sexual orientation in 17.7 percent of all biased incidents reported (FBI, 2015). Additionally,
there was a twenty percent increase in hate violence homicides since 2014; of the 290 survivors
who reported hate violence to police, eighty percent said police were indifferent or hostile
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(Waters, Jindasurat & Wolfe, 2016). Trans people are four-times as likely to live in extreme
poverty in the United States and were over twenty-five times more likely to attempt suicide than
those living in the general population (Grant, Mottet, & Tanis, 2011). Othering the LGBTQ
population is persistent and remains an issue in education (Cabot, 2015). Moreover, youth within
these populations are “more than two times as likely than their non-target peers to experience
verbal harassment, exclusion, and physical attacks at school”; and more than nine out of every
ten LGBTQ students report hearing negative messages about non-heteronormative identities
often or frequently (p. 11).
These issues are included in the reasoning for Objective 6 of the Illinois Mathematics &
Science Academy Diversity Plan:
Promote and advocate for services and programs addressing the unique needs of
LGBTQ students, faculty, and staff; Provide coming-out support with particular
attention to multiple identities, especially race, ethnicity, disability, religion, and
family-of-origin issues; Identify and support individuals facing difficulties
regarding gender identity and expression and for those experiencing internalized
transphobia; Provide services for victims, survivors, and perpetrators of
homophobia, biphobia, and transphobia; Support for LGBTQ victims of biasrelated incidents; Provide resources and training for staff and faculty on
responding to and working with students who identify as LGBTQ or are
questioning gender identity or sexuality.” (IMSA, 2014, p. 7).
The information that follows seeks to provide those academic resources while serving the needs
of the asynchronous students.
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Incorporating human rights, Article 2 of the Universal Declaration of Human Rights (1948)
states:
Everyone is entitled to all the rights and freedoms set forth in this Declaration,
without distinction of any kind, such as race, colour, sex, language, religion,
political or other opinion, national or social origin, property, birth or other status.
Furthermore, no distinction shall be made on the basis of the political,
jurisdictional or international status of the country or territory to which a person
belongs, whether it be independent, trust, non-self-governing or under any other
limitation of sovereignty.
In the case of LGBTQ, expressing these human rights without interference can be day-to-day
experience.
Bajaj et al. (2016) lead with examples of Transformational Human Rights Education
(THRED) in action by highlighting programs in India, West Africa, and Columbia. One of the
key takeaways from these programs is that they were successful due the program participants
coming together to learn skills, prepare to use those skills, and then to put them into practice—
individually and collectively. The program that follows brings together students to give
opportunities for asynchronous and LGBTQ populations to learn what overt hostility and covert
microaggressions see and sound like, while learning tools and tips to deescalate sexist,
homophobic, transphobic, and racist conflicts by intervening as a bystander. The majority of this
author’s students were not of LGBTQ populations, however that does not negate the importance
addressing those issues in a program—and may in fact highlight the need.
Supporting gifted and talented students who are asynchronous is imperative, especially
considering the negative externalities these students face in their lives. Gifted children often
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experience earlier existential depression than others, resulting in factors that contribute to suicide
in young adults: anger, feeling of crisis, and isolation (Webb, 2011). Little independent research
exists on the dual identity of being gifted and LGBTQ, although several scholars have conducted
thorough literature reviews on the subject (Treat & Whittenburg, 2006; Hutcheson & Tieso,
2014; Sedillo, 2015). Several key points have been made within these reviews, such as some
gifted LGBTQ students are so accurately aware of microaggressions and stereotypes that they
will adjust their behavior to the visible extreme so as to model to other LGBTQ students on how
to behave unabashedly (Peterson & Riscar, 2000, as cited in Hutcheson & Tieso, 2014). Doing
so, or the opposite, can have a negative effect on a student’s ability to understand their own
authentic self; even if the student is heterosexual, a student may face similar issues as LGBTQ
due to the higher rate of androgyny and lower rates of adhering to gender norms (Hutcheson &
Tieso, 2014). Much like some LGBTQ students presenting as the visible ideal, there might be
students who seek to present as the perfect ally in order to show other heterosexuals how best to
practice—again at risk to their authentic self. This author decided then to create a program that
“leads to individual and collective action” by allowing the asynchronous and LGBTQ students to
use their overexcitabilities to construct role-playing scenarios of street harassment and use
bystander intervention techniques to deescalate the situation—with space being created for
deconstructing the scenarios and discussion. That program can be found in Chapter III

Conclusion
A methodological approach was used to organize this review of literature around six
subcultures and underrepresented populations identified in the 2014-15 IMSA Diversity Plan.
Each one incorporated a new IMSA residential life curriculum requirement with asynchronous
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student needs and the needs of that specific subculture or underrepresented population. These
included women, Latinx students, Black students, economically disadvantaged students, students
with disabilities, and LGBTQ populations. The project that follows this literature review will be
the culmination of this research—and each guiding topic will be developed into a residential life
program based on this research. This project can be found in Chapter III.

CHAPTER III
THE PROJECT AND ITS DEVELOPMENT
Description of the Project
Much of the study was done in conjunction with multiple members of the Residence Life
Team, all who are named in acknowledgments and cited in references. The two pertinent pieces
to the completion of a Masters Field Project—the mixed-methods quality improvement survey
and the curriculum guide—were designed and constructed solely by this author. The curriculum
guide seeks to offer examples of programs that are designed around overexcitabilities in order to
address the intensity and moral sensitivity that help construct the gifted “Self”. Additionally, the
project will offer examples that seek to meet the needs of IMSA’s subcultures and
underrepresented populations.

Development of the Project
During Community Day immediately prior to students moving onto campus at the
beginning of the Academic Year 2015-16, IMSA President José Torres introduced to the
Academy the new Board of Directors-approved IMSA 2022 Impact Goals & Priority
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Outcomes—a plan designed to shift the institution towards global recognition as a leader in
STEM education. Dr. Torres ended his presentation with a call-to-action for every department to
determine best how to implement the needs of the Administration. In response and in the interest
of Quality Improvement, IMSA Executive Director of Student Affairs Robert Hernandez
requested Resident Counselors to submit answers to the following questions: “1. Where and how
does our work in Residence Life fit into the IMSA [2022 Impact Goals & Priority] Outcomes? 2.
What evidence do we have that we are effectively communicating with students, parents, faculty,
staff, and legislators?” (Personal communication, September 1, 2015).
Shortly afterward, Dr. Hernandez formed the 2022 Impact Goals & Priority Outcomes
Curriculum Committee, which was comprised of three teams: the Curriculum Research Team,
the Curriculum-Writing Team, and the Curriculum Indicators & Outcomes Team. This author
joined the Research Team along with three other Resident Counselors: Shemika Cookbey, John
Jaeger, and Jared Ley. Dr. Hernandez stripped the identifiable material from his initial survey
and sent the answers to this author for analysis. Nineteen of twenty-eight Resident Counselors

submitted answers to these questions. This author subsequently coded the entirety of the
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responses using twenty-nine keywords—the results of said analysis can be seen in the table
above.
The IMSA 2022 Impact Goals & Priority Outcomes Curriculum Research Team spent
several months familiarizing ourselves with literature from a wide variety of educational
pedagogies and practices. One thing became clear during that time: the Team would need more
information from the Resident Counselors. Thusly, this author alone began to develop a survey
to present to the Residence Life Staff. It should be made clear here—as it was made clear then—
that this survey was a tool used for internal purposes, meant to better understand our staff and
residential life program so that we can improve quality. This survey is not meant to contribute to
the general knowledge. It was determined at that time that due to the quality improvement nature
of the survey, no IRBPHS or IMSA IRB approval was necessary. The survey is included in
Appendix D.
One unique aspect of this survey was that this author used the initial coded responses from
the Resident Counselors to create several survey questions. This aided our department as it
allowed the IMSA 2022 Impact Goals & Priority Outcomes Curriculum Research Team to
determine what its individual staff members agreed most upon so then we could shape our
research appropriately. Ultimately, our team collaborated to create four recommendations in the
form of policy memorandums that we forwarded onto the IMSA 2022 Impact Goals & Priority
Outcomes Curriculum-Writing Team. Those recommendations (Appendix E) were published
internally in April 2016. These included one change in institutional policy, curriculum topic
areas, and pathways for the department to meet the 2022 Impact Goals & Priority Outcomes, and
a call for more tangible resources for Resident Counselors. As a result of these policy
memorandums, the IMSA 2022 Impact Goals & Priority Outcomes Curriculum-Writing Team
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restructured the curriculum in a significant way: reducing the number of topics from eleven to
six while requiring those specific program topics be facilitated at certain times of the year.
The project that follows is also a natural extension of the policy recommendations made by
the IMSA 2022 Impact Goals & Priority Outcomes Research Team (Appendix E). This author
has created a curriculum guide so that Resident Counselors are better able to reach our
asynchronous students who are members of a subculture or an underrepresented population. The
curriculum guide is six well-researched and fully-constructed programs that meet the needs of
the asynchronous students in subcultures or underrepresented populations. The project follows:

The Project
Attached. Please reference Appendix A.

Chapter IV
Conclusions
Due to the inquisitive nature, moral sensitivity, and asynchronous development of this
author’s students, introducing Human Rights Education can be a balancing act. As it turns out,
my initial premise on the challenge of navigating the Problem-Solving Learning pedagogy was
assumed. Human Rights Education and Problem-Solving Learning are natural allies. They both
contain key pedagogical components that overlap and incite curiosity, analysis, and praxis. The
implementation fell within the parameters of The Academy’s Diversity Plan and helped fulfill
key goals stated in the plan. Moreover, the asynchronous gifted students from subcultures and
underrepresented populations were receptive to the information, as it allowed new ways of
thinking about their own human condition and the state of the world. The project developed out
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of policy memorandums written as part of a curriculum revisal. The preceding paper and project
was a worthwhile venture on all accounts.
The purpose of the project was to create a curriculum guide that aided the Illinois
Mathematics & Science Academy in aligning its residential life curriculum to the 2022 Impact
Goals & Priority Outcomes on the transition towards the Grand Global Challenges while meeting
the needs of the asynchronous gifted population from subcultures and underrepresented
populations. To accomplish this task, this author incorporated two theoretical frameworks into
the structure of the project, Transformative Human Rights Education and Dabrowski’s
Overexcitabilities; this met the spirit of both social justice and identity development. The
Overexcitabilities framework addressed the degree to which psychomotor, sensual, intellectual
imaginational, and emotional psychic intensities affected the development of an inner state of
logic and “Self”. The THRED model sought to create an environment where students and
instructors construct knowledge together in exploration resulting in an understanding of one’s
place in the world and a pathway towards practicing action upon it. Additionally, this project
allows for a level of positionality and growth on the parts of the Resident Counselors as they
learn about issues affecting students’ various identities.
Common across the research on gifted education is the recognition that the gifted “self” is
constructed by an unusually high level of intensity with regards to the cognitive processing of the
senses. As a result, social coping mechanisms take different forms but often result in the student
choosing to assimilate by downplaying their intellectual abilities. Furthermore, a student may
hold strong moral opinions, but due to their asynchrony, may not be in a position to behave in a
manner appropriate to their age development or social order without strong intervention due to
their reliance on a system of logic constructed by their inner world. Unable to affect their
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environment or the conditions upon which their inner logic and morality rest, an existential
depression can often occur. This project then worked towards creating a level of understanding
about personal identity while utilizing a framework that allowed for individual agency for
asynchronous gifted students from subcultures and underrepresented populations within a system
seemingly outside of their control.
The subcultures and underrepresented populations supported by this project were women,
black and Latinx students, economically disadvantaged students, students with disabilities, and
LGBTQ students—all students specifically identified in the IMSA Diversity Plan. The project
addressed many of the issues affecting students with these identities across the nation in the
research while crafting unique strategies to allow for the development of individual and group
agency using overexcitabilities for asynchronous development. The strategy of developing
individual and collective agency is also found in Problem-Based Learning; however, this project
used the Transformative Human Rights Education model in order to address the issues of racial,
gender, group identity, and sexual orientation.

Recommendations
This author recommends further education of the resident counselors on the topics of
positionality, asynchrony, and issues that affect the various identities of The Academy’s
subcultures and underrepresented populations in order to put their individual students lived
experiences into a greater educational context. Creating space for addressing issues such as
consensual touching, discussing educational opportunities rife with complexity with parents, the
need for community and role models, how being raised in an economically disadvantaged or
privileged home may affect decision-making, the internal logic of community building
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communities and relationships, and the collective agency in deescalating a situation one knows is
wrong. Outside of the Illinois Mathematics & Science Academy, more research is needed to
explore how asynchronous students choose to explore their individual agency with regards to
their morally sensitive “inner selves” and the external forces that act as constraints or spotlights
of intensity.
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APPENDIX A
IMSA Residential Life Curriculum Guide Aimed at Reaching Asynchronous Subcultures & Underrepresented
Populations from a Human Rights Education Framework
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A Residential Life Curriculum Guide Aimed at Supporting Subcultures &
Underrepresented Populations

By Derek Lough
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Parental Guide to RC Programming
Parents, below is a check-list that will help me design my programs to meet your student’s personality and
needs. Please take the next few minutes and answer honestly. Thank you!

Student Name _____________________________________ Sophomore  Junior  Senior 

Strongly
Disagree

Generally
Disagree

Neutral

Generally
Agree

Strongly
Agree

Strongly
Disagree

Generally
Disagree

Neutral

Generally
Agree

Strongly
Agree

is very competitive
likes physically exhausting activities
loves to be in motion
has a lot of energy and wants to do physical
activities
is more energetic than most people their age
becomes increasingly restless if forced to sit still
fidgets- body is constantly in motion
when nervous, must do something physical
loves climbing
needs to be active e.g. walking, organizing,
doing something/anything
thrives on intense physical activity, e.g. fast
sports
Is an impulsive risk-taker
delights in varieties of color and sound
finds viewing art a totally absorbing experience
loves music and responds with the whole body
delights in the shape, feel and texture of things
Has strong responses to tactile experiences-e.g.
play dough
is moved by beauty in nature
is extremely sensitive to colours, shapes,
designs and textures
notices differences in aromas and odours
has intense pleasure or disgust to certain tastes
shows distress at loud noises
loves to listen to the sounds of nature
feels a connection to animals, plants, nature
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Strongly
Disagree

Generally
Disagree

Neutral

Generally
Agree

Strongly
Agree

Strongly
Disagree

Generally
Disagree

Neutral

Generally
Agree

Strongly
Agree

Generally
Agree

Strongly
Agree

likes to daydream
has a pretend-world that is very real
daydreams when bored
sometimes pretends to be someone else
can picture things in the mind so vividly that
they seem real
mixes truth and fantasy in their thoughts and
relating of events
enjoys exaggerating reality
tells long and detailed stories with vivid imagery
believe that dolls, stuffed animals, or the
characters in books, are alive and have feelings
create unusual images in their mind from
hearing words and sounds
has vivid recall of dreams and nightmares
has a talent for fantasy
is an independent thinker
can take difficult concepts and translate them
into something more understandable
questions everything – how things work, what
things mean, why things are the way they are
can form a new concept by putting together a
number of different things
observes and analyses everything
thrive on theories and facts
loves to solve problems and develop new ideas
likes to dig beneath the surface of issues
tries to analyse own thoughts and actions
likes to play with ideas and tries to think about
how to put them to use
Strongly
Disagree

is extremely empathetic
can feel other people’s feelings
Is intensely sensitivity-appears to over-react to
stimulation and people
worries a lot
can be so happy that they laugh and cry at the
same time
Is highly emotional and has intense emotional
reactions
has strong feelings of joy, anger, excitement
and/or despair
is deeply concerned about others
has strong emotions that move them to tears
can feel a mixture of emotions all at once
takes everything to heart

Generally
Disagree

Neutral

5

Program Title:
Program Developer

Curriculum Area

Program Length
Actual:
Estimated:

Date Implemented

Overexcitability

Community

Psychomotor

Diversity

Sensual

Involvement

Intellectual

Identity

Emotional

Real World

Imaginational

Program Summary

Wellness
Program Size
5-10 Students

10-20
Students

20-30 Students

Principals of THRED
1.

Endeavors to awaken people’s critical consciousness on human
rights and to promote their collaborative realization.

2.

Engages participants and educators in collaborative learning
about their social reality through entertaining, experiential, and
participatory methods.
Encompasses different educational settings.

3.
4.

5.

Helps people contextualize global ethics within local values and
understandings of the world, fostering human solidarity through
human rights.
Gives people access to possible new ways of being.

6.

Leads to individual and collective action.

30-40
40+ Students
Students
Learning Objectives
Audience, Behavior with Action Verb, Condition, Degree

Standards of Significant Learning
A. Students living and learning in IMSA's residential environment will
identify, understand, and accept the rights and responsibilities of belonging
to a diverse community by [SSL-V.A]:

B. Students living and learning in IMSA's residential environment will make
reasoned decisions which reflect ethical standards and act in accordance
with those decisions by [SSL-V.B]:

A.1 working well with diverse individuals and in diverse situations [MCSLS 4.3]

B.1 analyzing, forming and/or clarifying their own values. [CASHRL-2.5D;

A.2 understanding that group and cultural influences contribute to human

ACUHOI-A3]

development, identity, and behavior [MCSBS-1]

B.2 identifying areas of dissonance [lack of harmony] between their personal

A.3 identifying unexamined cultural, historical, and personal assumptions and

values and those of the community. [SSL-5B]

misconceptions which affect their interactions with others [SSL-II.A]

B.3 developing a sense of respect for self, others and property, and a sense of

A.4 determining their personal values, beliefs, needs, and interests in order to

fairness. [ACUHOI-A5]

forge connections with themselves and others and to deepen the meaning of their

B.4 learning and applying decision-making techniques [MCSLS-.3.6; ASCA-3B]

lives. [SSL-1B; MCSLS-3.2]

B.5 making decisions that are congruent with their values and beliefs.

A.5 developing an appreciation for new ideas, cultural differences, and lifestyles. [ACUHOI-A6]
A.6 appreciating cultural and esthetic differences. [CASHRL-2.5H]
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C. Students living and learning in IMSA's residential environment will
develop an understanding of the interdependent aspects of self, including
who they are, what they want, and how they react to others and their
environment by:
C.1 contributing to the overall effort of a group [MCSLS-4.1, NSFAL-4, 5]

D. Students will establish and commit to a wellness lifestyle in the
development of the whole self by [SSL-V.C]:
D.1 recognizing the holistic nature of wellness [ILAoL-5;MCSBS-3]
D.2 setting and managing goals [MCSLS-2.1]
D.3 engaging in a personally satisfying and effective style of living [CASHRL-

C.2 working independently and interdependently. [CASHRL-2.5I]
C.3 identifying, developing, and/or confirming one's own sense of identity.

2.5G] D.4 maintaining mental and emotional health [MCSH-4]
D.5 understanding aspects of substance use and abuse [MCSH-9]

[ACUHOI-A11]

D.6 maintaining and promoting self-care [MCSH-7]

C.4 living cooperatively with others [ACUHOI-A1, A2]

D.7 developing physical fitness [CASHRL-2.5E]

C.5 using conflict resolution techniques [MCSLS-4.2]
C.6 displaying effective interpersonal communication skills [MCSLS-4.4,
ILAoL-2]
C.7 performing accurate self-appraisal [MCSLS 2.2, ILAoL-4]
C.8 managing and directing one's own learning [NSFAL-8]
C.9 demonstrating leadership skills [MCSLS-4.5]

Materials
Attach copies of materials designed for student/instructional use

Preparation/Management

Instructional Procedures
Introduction

Body of Program

7
Closure

Extensions and/or Related Activities
List and Describe

Sources Used in Preparation of This Lesson
List and Describe

Reflection on Student Learning, Assessment and Lesson Implementation
What worked, didn’t work, will do differently, and next steps
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Program Title: Wake Up To Consent Culture
Program Developer
Derek Lough

Program Length
Actual:
Estimated:
20 min

Curriculum Area

Overexcitability

Community

X

Psychomotor

Diversity

X

Sensual

Involvement

X

Intellectual

Identity

X

Emotional

X Real World

Date Implemented

Program Summary
Introduce the concept of consent culture to the students
by describing to them facts and figures from around the
world about violence against women.

Imaginational

Wellness
X
Program Size
5-10 Students

10-20
Students

20-30 Students

Principals of THRED
X

1.

X

2.

3.

Endeavors to awaken people’s critical consciousness on
human rights and to promote their collaborative
realization.
Engages participants and educators in collaborative
learning about their social reality through entertaining,
experiential, and participatory methods.
Encompasses different educational settings.

X

4.

X

5.

Helps people contextualize global ethics within local
values and understandings of the world, fostering human
solidarity through human rights.
Gives people access to possible new ways of being.

X

6.

Leads to individual and collective action.

30-40
40+ Students
Students
Learning Objectives
Audience, Behavior with Action Verb, Condition, Degree

Endeavor to awaken [asynchronous student’s]
critical consciousness on human rights and to
promote their collective realization by allowing
the students to use their overexcitabilities to
connect newly acquired knowledge of bodily
autonomy, personal agency, and consent to the
greater human rights issues previously affecting
women discussed.

Standards of Significant Learning
A. Students living and learning in IMSA's residential environment will
identify, understand, and accept the rights and responsibilities of belonging
to a diverse community by [SSL-V.A]:

B. Students living and learning in IMSA's residential environment will
make reasoned decisions which reflect ethical standards and act in
accordance with those decisions by [SSL-V.B]:

A.1 working well with diverse individuals and in diverse situations [MCSLS 4.3]

B.1 analyzing, forming and/or clarifying their own values. [CASHRL-2.5D;

A.2 understanding that group and cultural influences contribute to human

ACUHOI-A3]

development, identity, and behavior [MCSBS-1]

B.2 identifying areas of dissonance [lack of harmony] between their personal

A.3 identifying unexamined cultural, historical, and personal assumptions and

values and those of the community. [SSL-5B]

misconceptions which affect their interactions with others [SSL-II.A]

B.3 developing a sense of respect for self, others and property, and a sense of

A.4 determining their personal values, beliefs, needs, and interests in order to

fairness. [ACUHOI-A5]

forge connections with themselves and others and to deepen the meaning of their

B.4 learning and applying decision-making techniques [MCSLS-.3.6; ASCA-3B]

lives. [SSL-1B; MCSLS-3.2]

B.5 making decisions that are congruent with their values and beliefs.

A.5 developing an appreciation for new ideas, cultural differences, and life-styles.
[ACUHOI-A6]
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C. Students living and learning in IMSA's residential environment will
develop an understanding of the interdependent aspects of self, including
who they are, what they want, and how they react to others and their
environment by:
C.2 working independently and interdependently. [CASHRL-2.5I]
C.3 identifying, developing, and/or confirming one's own sense of identity.

D. Students will establish and commit to a wellness lifestyle in the
development of the whole self by [SSL-V.C]:
D.1 recognizing the holistic nature of wellness [ILAoL-5;MCSBS-3]
D.3 engaging in a personally satisfying and effective style of living [CASHRL2.5G]
D.4 maintaining mental and emotional health [MCSH-4]

[ACUHOI-A11]
C.4 living cooperatively with others [ACUHOI-A1, A2]
C.5 using conflict resolution techniques [MCSLS-4.2]
C.6 displaying effective interpersonal communication skills [MCSLS-4.4,
ILAoL-2]
C.7 performing accurate self-appraisal [MCSLS 2.2, ILAoL-4]
C.8 managing and directing one's own learning [NSFAL-8]

Materials
Attach copies of materials designed for student/instructional use

Dixie cups.
Cards attached.
Preparation/Management
Fix 30-40 Dixie cups with water. Facilitate the program in a place where nothing will be destroyed by getting
wet.
Have the students wear clothing that can get wet. Ask them to bring a towel and a dry shirt.

Instructional Procedures
Introduction
Begin by asking the students to watch the video on Consent Tea. Afterward, have one of the students read the
UDHR Article 3 card you supplied: “Everyone has the right to life, liberty and security of person.”
Read off several of the examples below:
 It is estimated that 35 per cent of women worldwide have experienced either physical and/or sexual
intimate partner violence or sexual violence by a non-partner at some point in their lives.
 Women who have been physically or sexually abused by their partners are more than twice as likely to
have an abortion, almost twice as likely to experience depression, and in some regions, 1.5 times more
likely to acquire HIV, as compared to women who have not experienced partner violence
 It is estimated that of all women who were the victims of homicide globally in 2012, almost half were
killed by intimate partners or family members, compared to less than six per cent of men killed in the
same year.
 Around 120 million girls worldwide (slightly more than 1 in 10) have experienced forced intercourse or
other forced sexual acts at some point in their lives. By far the most common perpetrators of sexual
violence against girls are current or former husbands, partners or boyfriends.
 One in 10 women in the European Union report having experienced cyber-harassment since the age of
15.
 An estimated 246 million girls and boys experience school-related violence every year and one in four
girls say that they never feel comfortable using school latrines.
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Body of Program
Follow that up by going around the room and asking: “In the context of the video and the facts and figures,
what does “security of person” mean to you?”
After their answers (ask until someone mentions being touched without consent), give the following
instructions:
With Article 3 of the Universal Declaration of Human Rights in mind, everyone will now walk around the
room and touch each other. You can hug them, or punch them in the arm, or hang your arm across their
shoulders, or tickle them. However, you MUST ask permission. And you MUST listen to them.
If you touch without asking or without permission, the person who was touched should take a Dixie cup of
water and “Wake Up” that person by splashing water on them.
Be sure to give them the signs if they wish to use them.
Closure
After 5-10 minutes, call the activity to a halt. Ask the students if any had been touched without being asked or
without permission. Ask them how that felt. Ask if any had been splashed with water for touching someone
when they thought the touch had been innocuous or appropriate despite not having asked permission.
Explain again that there are billions of people in the world who have had experiences—and most likely 1/3 and
1/7 women and men respectively—that have had experiences that make being touched without permission an
issue for them. Explain again that every person has the right to security of person and the agency to decide
when and by whom they wish to be touched.
Extensions and/or Related Activities
List and Describe

Sources Used in Preparation of This Lesson
List and Describe

The first principle of Transformative Human Rights Education (THRED) is to endeavor “to awaken
people’s critical consciousness on human rights and to promote their collaborative realization” (Bajaj et al.,
2016, p. 76). Considering women make up half of the global population, it seemed prudent then to begin by
addressing the rights that affect them the most. Thusly, as this author works with a cohort of students living in
a male residence hall (without any current students having expressed a gender identity aside from cis-male)
this program was designed to address the needs of our female population by addressing the thoughts and
actions of my male students. According to Objective 6 of the IMSA Diversity Plan, the Academy needs to
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provide resources towards the subculture of women that:
Empower students, faculty, and staff to create a campus climate that values all women and their
diverse identities and experiences; Provide resources on issues that disproportionately affect
women such as sexual harassment, relationship violence, sexual assault, and body image issues
(IMSA, 2014, p. 7).
The information that follows seeks to provide the academic resources towards accomplishing those goals while
serving the needs of the asynchronous students.
Article 3 of the Universal Declaration of Human Rights (1948) states “Everyone has the right to life,
liberty and security of person.” The acknowledgement of this right is especially important given that Safaei
(2011) found that women fair far more favorably in term so of expectation of life and quality of life in the
nations that promote democracy and human rights. Nobel Laurette in Economics Angus Deaton (2015),
reinforces that claim when he writes, “Wellbeing includes material wellbeing, such as income and wealth;
physical and psychological wellbeing, represented by health and happiness; and education and the ability to
participate in civil society through democracy and the rule of law. (p. 24). Unfortunately, such basic truths
have not prevented horrific crimes against women from occurring.
Women around the world experience harassment and violence on an hourly basis. According to the
United Nations (2016), over a third of women experience physical or sexual violence by an intimate partner or
non-partner at some point during their lifetime. The National Sexual Violence Resource Center (2015) states
that eight out of ten rape survivors knew the person who assaulted them; not unrelated, nearly 50% of women
who were victims of homicide around the world were murdered by an intimate partner or family member
(United Nations, 2016). The combination of these facts makes a strong case for educating young men towards
thinking critically about their relationships with the women in their lives.
Bajaj et al. (2016) lead with examples of THRED in action by highlighting programs in India, West
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Africa, and Columbia. One of the key takeaways from these programs is that they were successful due to the
students relating to the human rights material; this was possible because the students could “see” themselves in
it (p. 77). The majority of this author’s students were white or Asian middle-class STEM students—assuming
that they would engage because they could “see” themselves in the material might be an ineffective route.
Moreover, in a program involving discussions of violations against women perpetrated by men, it is imperative
that asynchronous gifted male students see themselves as having positive agency rather than internalizing the
misdeeds of others—or fearing that their own sexuality is cause for alarm. Thusly this author’s research
focused on building a culture of consent.
Flyntz (2012) shifts the narrative from combatting rape culture to building a culture of consent by
emphasizing “healing spaces” and the importance of relating childhood trauma to a lifelong process of
connecting with community, and then having their survivor’s experience validated (p. 18). The Student Health
Advisory Committee at University of California Berkeley (2014) deconstructs consent into three pillars: “1.
Knowing exactly what and how much a person is agreeing to 2. Expressing interest to participate and 3. Freely
and voluntarily expressing that consent” (p. 1). Some asynchronous students may not be mentally or
emotionally prepared to discuss sexual violence or the role men play in it, but they are more than capable of
learning on a topic such as consensual touching. Schroeder, Utt, Gillis, & Royse (2016) discuss ways to
develop the decision-making process of asking for a yes and no. Kempner (2015) emphasizes the respecting
the answer one receives from those questions. Rutherford-Morrison (2015) discusses bodily autonomy and
agency. This author decided then to create a program that would “endeavor to awaken [asynchronous
student’s] critical consciousness on human rights and to promote their collective realization” by allowing the
students to use their overexcitabilities to connect newly acquired knowledge of bodily autonomy, personal
agency, and consent to the greater human rights issues affecting women previously discussed.
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Program Title: Role-Playing Necessities & Opportunities
Program Developer
Derek Lough

Program Length
Actual:
Estimated:
30 min

Curriculum Area
Community

Overexcitability
X

X Diversity

Program Summary

Psychomotor
Students will role-play scenarios discussing student
necessities and opportunities to parents who may not
understand their context or importance—then write
responses.

Sensual

Involvement

Date Implemented

X

Intellectual

X Identity

X

Emotional

X Real World
Wellness

X

Imaginational
Program Size

5-10 Students

10-20 Students

20-30 Students

Principals of THRED
X

X

1.

2.

3.

Endeavors to awaken people’s critical consciousness on
human rights and to promote their collaborative
realization.
Engages participants and educators in collaborative
learning about their social reality through entertaining,
experiential, and participatory methods.
Encompasses different educational settings.

X

4.

X

5.

Helps people contextualize global ethics within local
values and understandings of the world, fostering human
solidarity through human rights.
Gives people access to possible new ways of being.

X

6.

Leads to individual and collective action.

30-40 Students

40+ Students

Learning Objectives
Audience, Behavior with Action Verb, Condition, Degree

For asynchronous students from diverse
backgrounds to learn how to engage their parents
in discussion over issues pertinent to their
academic and personal growth. To engage
[asynchronous student] participants in
collaborative learning about the social and
familial reality of students from diverse
backgrounds through entertaining, experiential,
and participatory methods.

Standards of Significant Learning
A. Students living and learning in IMSA's residential environment will
identify, understand, and accept the rights and responsibilities of belonging
to a diverse community by [SSL-V.A]:

B. Students living and learning in IMSA's residential environment will
make reasoned decisions which reflect ethical standards and act in
accordance with those decisions by [SSL-V.B]:

A.1 working well with diverse individuals and in diverse situations [MCSLS 4.3]

B.1 analyzing, forming and/or clarifying their own values. [CASHRL-2.5D;

A.2 understanding that group and cultural influences contribute to human

ACUHOI-A3]

development, identity, and behavior [MCSBS-1]

B.3 developing a sense of respect for self, others and property, and a sense of

A.3 identifying unexamined cultural, historical, and personal assumptions and

fairness. [ACUHOI-A5]

misconceptions which affect their interactions with others [SSL-II.A]

B.4 learning and applying decision-making techniques [MCSLS-.3.6; ASCA-3B]

A.4 determining their personal values, beliefs, needs, and interests in order to

B.5 making decisions that are congruent with their values and beliefs.

forge connections with themselves and others and to deepen the meaning of their
lives. [SSL-1B; MCSLS-3.2]
A.5 developing an appreciation for new ideas, cultural differences, and life-styles.
[ACUHOI-A6]
A.6 appreciating cultural and esthetic differences. [CASHRL-2.5H]

20
C. Students living and learning in IMSA's residential environment will
develop an understanding of the interdependent aspects of self, including
who they are, what they want, and how they react to others and their
environment by:

D. Students will establish and commit to a wellness lifestyle in the
development of the whole self by [SSL-V.C]:
D.2 setting and managing goals [MCSLS-2.1]
D.3 engaging in a personally satisfying and effective style of living [CASHRL-

C.1 contributing to the overall effort of a group [MCSLS-4.1, NSFAL-4, 5]

2.5G]

C.2 working independently and interdependently. [CASHRL-2.5I]

D.4 maintaining mental and emotional health [MCSH-4]

C.3 identifying, developing, and/or confirming one's own sense of identity.
[ACUHOI-A11]
C.5 using conflict resolution techniques [MCSLS-4.2]
C.6 displaying effective interpersonal communication skills [MCSLS-4.4,
ILAoL-2]
C.7 performing accurate self-appraisal [MCSLS 2.2, ILAoL-4]
C.8 managing and directing one's own learning [NSFAL-8] C.9 demonstrating
leadership skills [MCSLS-4.5]

Materials
Attach copies of materials designed for student/instructional use

Attached.
Preparation/Management
Cut out the scenarios and label the backs of the AP Test cards with a 1, the Mental Health cards with a 2, and
the Internships cards with a 3. Spread them out of the table. Put the pile of “Letter Forms” next to the cards.

Instructional Procedures
Introduction
Explain to the students that they will be role-playing scenarios with each other. Ask that they come and grab
one of the sheets from the pile and a card: a 1, a 2, or a 3.

Body of Program
The students will then read their scenario and write a response to their parents on the sheet. Their goal will be
to think of ways to explain the necessity or opportunity in front of them to their parents while addressing their
parents concern.
After 10 minutes, split the students up into groups of three: one 1, one 2, and one 3.
As each student reads his/her letter aloud, the other two should role-play as the parents. The goal will be to
argue effectively while addressing the parent’s concern.
Closure
Discussion Questions:
1. What was the best piece of advice/or example you learned from this program?
2. What was one thing that resonated with you?
3. How would you approach your parents when trying to address one of these issues?
4. How might someone who has not had your lived experience benefited from this program?
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Extensions and/or Related Activities
List and Describe

Sources Used in Preparation of This Lesson
List and Describe

The second principle of Transformative Human Rights Education is to endeavor “[E]ngage participants
and educators in collaborative learning about their social reality through entertaining, experiential, and
participatory methods” (Bajaj et al., 2016, p. 77). As 9.8% of the IMSA student population identifies as
Hispanic/Latinx, it is likely that these students bring with them issues that many other Latinx students face
outside of our institution. This author will begin this process of altering the social reality by introducing the
term Latinx—a gender-neutral alternative to Latino or Latina. These issues are included in the reasoning for
Objective 6 of the Illinois Mathematics & Science Academy Diversity Plan: “Provide an opportunity for
[Underrepresented Populations] faculty/staff to convene to discuss related issues and provide an additional
level of support for URP students; Create and implement programs to ensure that underrepresented populations
have equal access and support to be successful in our academic offerings in STEM; Discuss Historically Black
Colleges and Universities and Hispanic-Serving College and Universities as options for higher education”
(IMSA, 2014, p. 7). The information that follows seeks to provide the academic resources towards
accomplishing those goals while serving the needs of the asynchronous students.
Article 26 of the Universal Declaration of Human Rights (1948) states:
(1) Everyone has the right to education. Education shall be free, at least in the elementary and
fundamental stages. Elementary education shall be compulsory. Technical and professional
education shall be made generally available and higher education shall be equally accessible to
all on the basis of merit. (2) Education shall be directed to the full development of the human
personality and to the strengthening of respect for human rights and fundamental freedoms. It
shall promote understanding, tolerance and friendship among all nations, racial or religious
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groups, and shall further the activities of the United Nations for the maintenance of peace. (3)
Parents have a prior right to choose the kind of education that shall be given to their children.
Unfortunately, this document does not prevent historical and systemic barriers from impeding the Latinx
community from expressing their rights to an education.
The Latinx community in the United States continues to grow, reaching 57 million people in 2015
(Krogstad, 2016). Unfortunately, educational opportunities have not grown at the same pace. In Illinois, for
instance, despite Hispanic students reaching twenty-five percent of the total student population for the state
and nearly fifty percent of the students in the Chicago Public School system, there is a widening achievement
gap between those students and their white counterparts resulting in less than thirty percent of Latinx students
being rated “college-ready” by their ACT score as compared to sixty percent of white students (Dabrowski,
2015). Lopez (2009) found that more than three-quarters of survey respondents indicated that it is their
parents’ express wish for them to attend college after high school. Despite this, a 2014 National Journal poll
found that two-thirds of the students who enrolled in military service or took a job directly after high school
did so because of the “need to help support their family” (Krogstad, 2016). Schneider, Martinez, and Owens
(2006) found additional systemic barriers to Latinx educational achievement: many students come from
Spanish-speaking households, their households are often of less means than their white counterparts, their
teachers are more likely to be inexperienced, they are less likely to ever have a Latinx instructor, and they
often require additional support in transitioning into high school. Additionally, Umpierre, Meyers, Ortiz,
Paulino, Rodriguez, Miranda, Rodriguez, Kranes, & McKay (2015) found that Latinx parents from urban
community need higher levels of mental health literacy when it comes to their children; considering the key
role than mental health plays in the education process for asynchronous students, recognizing that gaps exist in
understanding between student and parent is imperative. Quiocho and Daoud (2006) dispel the myth that
Latinx parents do not wish to be involved in their student’s academic lives by showing that is a teacher
perception, and their research indicates those parents felt excluded from the school community.
Bajaj et al. (2016) lead with examples of Transformational Human Rights Education (THRED) in action
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by highlighting programs in India, West Africa, and Columbia. One of the key takeaways from these programs
is that they were successful due to their participatory educational methods, including creating collaborative
learning dialogues in India and a non-hierarchical approach to discussion in Columbia. The program that
follows combines both of those philosophies in a role-playing game which creates space for altering the social
reality of the players—seeking to give opportunities for asynchronous and Latinx students to address their
educational concerns, for those same students to witness how their classmates approach the exercise, and for
those same classmates to enter the space created by the asynchronous and Latinx students for an opportunity to
better understand their different social reality. The majority of this author’s students were not Latino, and the
one student who did identify as Latino did not come from a low-income household; however that does not
negate the importance addressing those issues in a program.
Ouyang and Conoley (2007) suggested a correlation between low-income families and the
disproportionately low enrollment rates in gifted and talented education (GATE) programs. Thusly, identifying
gifted and highly talented students from Latinx communities—and educating them properly—is of the utmost
importance. Brice and Brice (2004) found that attempting to identify gifted Latinx students from a rural
community by their reading scores was most often fruitless, but a strong correlation existed between math
scores on Standardized Tests and entry into gifted programs. Additionally, they recommend the use of nonstandardized methods for identification, such as the Teacher’s Checklist T.A.R.G.E.T. –B Program.
Juarez, Rios, & Suarez (2011) address that Latinx students are often mischaracterized as lacking in selfdiscipline or needing supervision—before shifting the conversation towards working with those Latinx student
identified as gifted and talented, including recommendations for classroom accommodations, special classes,
accelerated advancement, and full-time grouping—as well as culturally relevant teaching and learning. The
Colorado Statewide Parent Coalition (2004) addresses culturally sensitivity and cultural conflicts when
engaging immigrant parents, proposing a strength-based approach. Tornatzky, Cutler, & Lee (2002) attempted
to compile notes from Latinx students and families finding success in college, stressing the importance of
conversations about Advanced Placement test while in high school. This author decided then to create a
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program that would “engage participants and educators in collaborative learning about their social reality
through entertaining, experiential, and participatory methods” by allowing the students to use their
overexcitabilities to role-play in an effort connect newly acquired knowledge about the right to education and
its connection to altering social realities via conversations with their parents.
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SITUATION:

SITUATION:

SITUATION:

YOUR PARENTS DO NOT
UNDERSTAND ADVANCED
PLACEMENT TESTS. THEY DO
NOT UNDERSTAND HOW THE $93
COST PER TEST CAN SAVE
MONEY & TIME IN THE FUTURE.

YOUR PARENTS DO NOT
UNDERSTAND ADVANCED
PLACEMENT TESTS. THEY DO
NOT UNDERSTAND HOW YOU
CAN TAKE A TEST FOR A CLASS
YOU HAVE NEVER TAKEN.

YOUR PARENTS DO NOT
UNDERSTAND ADVANCED
PLACEMENT TESTS. THEY
BELIEVE YOU MUST BE HIGHLY
PROFICIENT IN THE MATERIAL
TO TAKE THE TEST.

HOW DO YOU EXPLAIN AP TESTS
TO YOUR PARENTS?

HOW DO YOU EXPLAIN AP TESTS
TO YOUR PARENTS?

HOW DO YOU EXPLAIN AP TESTS
TO YOUR PARENTS?

SITUATION:

SITUATION:

SITUATION:

YOUR PARENTS DO NOT
UNDERSTAND DEPRESSION,
ANXIETY, OR OTHER MENTAL
HEALTH CONDITIONS THAT CAN
RESULT FROM OVER-WORKING.
HOW DO YOU EXPLAIN MENTAL
HEALTH TO YOUR PARENTS?

YOUR PARENTS DO NOT
UNDERSTAND MENTAL
HEALTHY PHYSICIANS, SCHOOL
COUNSELORS, OR THERAPY.
THEY PREFER YOU TALK TO
THEM OR A RELIGIOUS
COUNSELOR.
HOW DO YOU EXPLAIN MENTAL
HEALTH TO YOUR PARENTS?

YOUR PARENTS DO NOT
UNDERSTAND THE IDENTITY
ISSUES YOU ARE DEALING WITH
AND THE STRESS THEY ARE
CAUSING YOU.
HOW DO YOU EXPLAIN MENTAL
HEALTH TO YOUR PARENTS?

SITUATION:

SITUATION:

SITUATION:

YOUR PARENTS DO NOT
UNDERSTAND THE INTERNSHIP
YOU WERE ACCEPTED INTO.
THEY ONLY SEE THAT YOU WILL
BE WORKING FOR FREE.
HOW DO YOU EXPLAIN
INTERNSHIPS TO YOUR
PARENTS?

YOUR PARENTS DO NOT
UNDERSTAND WHY YOU WILL
NOT BE WORKING IN THE
FAMILY BUSINESS THIS
SUMMER.

YOUR PARENTS DO NOT
UNDERSTAND WHY YOU
CANNOT BABYSIT YOUR
SIBLINGS THIS SUMMER.

HOW DO YOU EXPLAIN
INTERNSHIPS TO YOUR
PARENTS?

HOW DO YOU EXPLAIN
INTERNSHIPS TO YOUR
PARENTS?
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Dear ____________ (parent/guardian),
My situation is as follows:

I would like to take this action:

These are the benefits:

This is what I would have to give up:

This is the action I am asking you to take:

Thank you.
Love,
______________
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Program Title: IMSA Alumni Community &
Commonalities Cards
Program Developer
Derek Lough

Program Length
Actual:
Estimated:
25 min

Curriculum Area
X Community

Overexcitability

Program Summary

X Psychomotor

X Diversity

Students will have an opportunity to review personal
and professional information provided by IMSA
alumni – along with their contact information.

Sensual

Involvement

Date Implemented

X

X Identity

Intellectual
Emotional

Real World

X

Imaginational

Wellness
Program Size
5-10 Students

10-20
Students

20-30 Students

Principals of THRED
X

1.

X

2.

3.

Endeavors to awaken people’s critical consciousness on
human rights and to promote their collaborative
realization.
Engages participants and educators in collaborative
learning about their social reality through entertaining,
experiential, and participatory methods.
Encompasses different educational settings.

X

4.

X

5.

Helps people contextualize global ethics within local
values and understandings of the world, fostering human
solidarity through human rights.
Gives people access to possible new ways of being.

X

6.

Leads to individual and collective action.

30-40
40+ Students
Students
Learning Objectives
Audience, Behavior with Action Verb, Condition, Degree

For the students to gain an understanding that they
will one day be part of a community of IMSA
alumni and to gain the confidence to reach out to
those who volunteer such an opportunity.

Standards of Significant Learning
A. Students living and learning in IMSA's residential environment will
identify, understand, and accept the rights and responsibilities of belonging
to a diverse community by [SSL-V.A]:

B. Students living and learning in IMSA's residential environment will
make reasoned decisions which reflect ethical standards and act in
accordance with those decisions by [SSL-V.B]:

A.2 understanding that group and cultural influences contribute to human

B.1 analyzing, forming and/or clarifying their own values. [CASHRL-2.5D;

development, identity, and behavior [MCSBS-1]

ACUHOI-A3]

A.3 identifying unexamined cultural, historical, and personal assumptions and

B.2 identifying areas of dissonance [lack of harmony] between their personal

misconceptions which affect their interactions with others [SSL-II.A]

values and those of the community. [SSL-5B]

A.4 determining their personal values, beliefs, needs, and interests in order to
forge connections with themselves and others and to deepen the meaning of their
lives. [SSL-1B; MCSLS-3.2]
A.5 developing an appreciation for new ideas, cultural differences, and life-styles.
[ACUHOI-A6]
A.6 appreciating cultural and esthetic differences. [CASHRL-2.5H]
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C. Students living and learning in IMSA's residential environment will
develop an understanding of the interdependent aspects of self, including
who they are, what they want, and how they react to others and their
environment by:

D. Students will establish and commit to a wellness lifestyle in the
development of the whole self by [SSL-V.C]:
D.2 setting and managing goals [MCSLS-2.1]
D.3 engaging in a personally satisfying and effective style of living [CASHRL-

C.3 identifying, developing, and/or confirming one's own sense of identity.

2.5G]

[ACUHOI-A11]
C.4 living cooperatively with others [ACUHOI-A1, A2]
C.6 displaying effective interpersonal communication skills [MCSLS-4.4,
ILAoL-2]
C.8 managing and directing one's own learning [NSFAL-8] C.9 demonstrating
leadership skills [MCSLS-4.5]

Materials
Attach copies of materials designed for student/instructional use

Attached.
Preparation/Management
Print out the IMSA Alumni Cards. Tape them to the walls.
Print out the Commonalities cards – enough for each student.

Instructional Procedures
Introduction
1. Hand out the Commonalities Cards.
2. Tell the students that there were a dozen or so alumni who were eager to be put in contact with the
students. They wanted the students to know that they shared experiences at IMSA, held traditions
close to their hearts, and were able to use their time here to propel themselves onto their individual
paths. More than anything, they wanted the students to know that they were part of the same
community.
Body of Program
Have the students walk around the room, read about the alumni, and fill out the Commonalities Cards.

Closure
End the program by going around the group and asking questions such as:
1.
2.
3.
4.

What was something you found in common with one of the alumni?
Did anything surprise you?
What differences did you notice?
Who do you plan on contacting? Why?
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Extensions and/or Related Activities
List and Describe

Sources Used in Preparation of This Lesson
List and Describe

The third principle of Transformative Human Rights Education is that it “[E]ncompasses different
education settings” (Bajaj et al., 2016, p. 78). As 7.7% of the IMSA student population identifies as
Black/African American, it is likely that these students bring with them issues that many other black students
face outside of the Academy, especially in terms of community. These issues are included in the reasoning for
Objective 6 of the Illinois Mathematics & Science Academy Diversity Plan:
Provide an opportunity for [Underrepresented Populations] faculty/staff to convene to discuss
related issues and provide an additional level of support for URP students; Create and
implement programs to ensure that underrepresented populations have equal access and support
to be successful in our academic offerings in STEM; Discuss Historically Black Colleges and
Universities and Hispanic-Serving College and Universities as options for higher education”
(IMSA, 2014, p. 7).
The information that follows seeks to provide the academic resources towards accomplishing those goals while
serving the needs of the asynchronous students.
Incorporating human rights, Article 27 of the Universal Declaration of Human Rights (1948) states:
(1) Everyone has the right freely to participate in the cultural life of the community, to enjoy the
arts and to share in scientific advancement and its benefits. (2) Everyone has the right to the
protection of the moral and material interests resulting from any scientific, literary or artistic
production of which he is the author.
The cultural life of the community can often be dictated to black students rather than constructed with their
input (Anderson, 2015; Makinde, 2016). Anderson (2015) found that black students often view these academic
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spaces as “white spaces” that they must navigate “as a condition of their existence”—reflexively seeking out
other people of color so as to maximize their comfort as they adjust their personality for the space (p. 10).
Coleman (2017) suggests that gifted and talented black students bring with them multiple personalities
originally crafted to help students assimilate into their different cultures: their home life and their academic
lives. Additionally, studies show that there is a large achievement gap between black students and students of
other races when it comes to science, technology, engineering, and mathematics (STEM) education (Coleman,
2014; Coleman, 2017).
Bajaj et al. (2016) lead with examples of Transformational Human Rights Education (THRED) in
action by highlighting programs in India and Columbia. One of the key takeaways from these programs is that
human rights information is best taught in an assortment of educational settings—both formal and informal.
The program that follows reconstructs the living space into a learning space while simultaneously using
Academy alumni lifestyles, career choices, and contact information to open pathways for the asynchronous and
Black students to contemplate a plethora of learning spaces that might follow high school. Bourke (2014)
emphasizes the need to be aware of the positionality for this author as a white educator in higher education
addressing the needs of students of color. The majority of this author’s students were not black, however that
does not negate the importance addressing community issues for asynchronous and black students in a
program—and in fact might reinforce its need.
Coleman (2014) found that access to concentrated programs throughout a black student’s education can
result in sustained interest in STEM and the pursuit of a STEM career. In researching the motivation behind
that pursuit, Coleman (2016) found that gifted and talented black IMSA student and alumni engage in STEM
due to: 1) STEM being a progressive field which leads to discovery, 2) Learning/discovery of knowledge, 3)
Passion for STEM, 4) Obligation to Black community/break negative stigmas, 5) competitive nature of STEM,
6) solve problems/to advance humanity, and 7) Money (p.37). Coleman (2017) recommends a 5-step model: 1)
Early STEM exposure, 2) IMSA as a Model, 3) Historical and Current News Discussion, 4) Personal
Assessment and Evaluation, and 5) Leadership Opportunities (p. 60). This author decided then to create a
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program that would fulfill IMSA as a Model, Historical and Current News Discussion, and Personal
Assessment and Evaluation through “encompassing different education settings” by allowing the asynchronous
and Black students to use their overexcitabilities to investigate the lifestyles, career paths, and contact
information for IMSA alumni—and the commonalities that result from that investigation.
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Reflection on Student Learning, Assessment and Lesson Implementation
What worked, didn’t work, will do differently, and next steps

35

Date of Birth:

INSERT PICTURE

Place of Birth:

Class of:

College/Major:

Occupation:
I’m Motivated By:
I’m Passionate About:
NAME:

Favorite IMSA Tradition:

Email:
Commonalities What surprised you?

Commonalities What surprised you?

Why do you think that

Why do you think that

is?

is?

Biggest Difference Who are you going to contact?

Biggest Difference Who are you going to contact?

Name:
Email:you?
Commonalities What surprised

Name:
Email:you?
Commonalities What surprised

Why do you think that

Why do you think that

is?

is?

Biggest Difference Who are you going to contact?

Biggest Difference Who are you going to contact?

Name:
Email:

Name:
Email:
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Program Title: Risk That Clip
Program Developer
Derek Lough

Program Length
Actual:
Estimated:
30 min + 30
min

Curriculum Area
Community
X Diversity

Date Implemented

Overexcitability
X

Program Summary

Psychomotor

X

Sensual

Involvement

X

Intellectual

Identity

X

Emotional

X Real World

X

Imaginational

Each student will receive one item, such as a
paperclip, tack, or a rubber band, pen, or toy. The
student would then be charged with trading the items
with two goals in mind: 1) who can account for the
highest number of trades and 2) who ends up with
the item of most value. They will have a week to
complete the activity. There would then be a
discussion after the fact regarding privilege and how
much easier it was for those who began with a higher
value item to trade up than others.

Wellness

Program Size
5-10 Students

10-20
Students

20-30 Students

Principals of THRED
X

1.

X

2.

3.

Endeavors to awaken people’s critical consciousness on
human rights and to promote their collaborative
realization.
Engages participants and educators in collaborative
learning about their social reality through entertaining,
experiential, and participatory methods.
Encompasses different educational settings.

X

4.

X

5.

Helps people contextualize global ethics within local
values and understandings of the world, fostering human
solidarity through human rights.
Gives people access to possible new ways of being.

X

6.

Leads to individual and collective action.

30-40
40+ Students
Students
Learning Objectives
Audience, Behavior with Action Verb, Condition, Degree

The students will learn about trade, negotiation, and
privilege.

Standards of Significant Learning
A. Students living and learning in IMSA's residential environment will
identify, understand, and accept the rights and responsibilities of belonging
to a diverse community by [SSL-V.A]:

B. Students living and learning in IMSA's residential environment will
make reasoned decisions which reflect ethical standards and act in
accordance with those decisions by [SSL-V.B]:

A.1 working well with diverse individuals and in diverse situations [MCSLS 4.3]

B.1 analyzing, forming and/or clarifying their own values. [CASHRL-2.5D;

A.4 determining their personal values, beliefs, needs, and interests in order to

ACUHOI-A3]

forge connections with themselves and others and to deepen the meaning of their

B.2 identifying areas of dissonance [lack of harmony] between their personal

lives. [SSL-1B; MCSLS-3.2]

values and those of the community. [SSL-5B]

A.5 developing an appreciation for new ideas, cultural differences, and life-styles.

B.3 developing a sense of respect for self, others and property, and a sense of

[ACUHOI-A6]

fairness. [ACUHOI-A5]
B.4 learning and applying decision-making techniques [MCSLS-.3.6; ASCA-3B]
B.5 making decisions that are congruent with their values and beliefs.
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C. Students living and learning in IMSA's residential environment will
develop an understanding of the interdependent aspects of self, including
who they are, what they want, and how they react to others and their
environment by:

D. Students will establish and commit to a wellness lifestyle in the
development of the whole self by [SSL-V.C]:
D.2 setting and managing goals [MCSLS-2.1]
D.3 engaging in a personally satisfying and effective style of living [CASHRL-

C.1 contributing to the overall effort of a group [MCSLS-4.1, NSFAL-4, 5]

2.5G]

C.2 working independently and interdependently. [CASHRL-2.5I]
C.6 displaying effective interpersonal communication skills [MCSLS-4.4,
ILAoL-2]
C.7 performing accurate self-appraisal [MCSLS 2.2, ILAoL-4]

Materials
Attach copies of materials designed for student/instructional use

This program requires tchotchkes, novelties, or whatnots. Or one can use office supplies such as paper clips,
pens, and post-it notes.
Preparation/Management
Purchase or collect the items.
Print transaction logs, attached.

Instructional Procedures
Introduction
Explain to the student that their task is to trade the items they receive for items of higher value.

Body of Program
They are to log their transactions and get signatures of receipt from those they trade. This should occur during
the week.

Closure
Ward the roommate pairs that combined for the most points according to the formula:
# Transactions x (2xOriginal Points) -- Original Pts
Have a group discussion concerning class & privilege. Address the following:
1. Ask those that started off with paperclips how they managed to find success in the competition.
2. Ask those that started off with higher value items (especially if one of them won the competition) if
they felt the competition could have been made fairer. Then post the question to the group.
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Extensions and/or Related Activities
List and Describe

Sources Used in Preparation of This Lesson
List and Describe

The fourth principle of Transformative Human Rights Education is that it “[h]elps people contextualize
global ethics within local values and understandings of the world, fostering human solidarity through human
rights” (Bajaj et al., 2016, p. 79). In 1990, thirty-five percent of the world lived on less than $1.90 per day; that
number was reduced to 12.4 percent in 2012 and to 10.7 percent in 2013 (World Bank, 2017). The World Bank
(2016) determined that it would take less than fifty percent of “the tax revenue estimated to be lost annually
through tax avoidance” to eradicate extreme poverty worldwide (p. 62). In the United States, real median
income is 1.6 percent lower than in 2007 while the median income for Black and Latinx households did not
change in any statistically significant manner (United States Census, 2015). There were 43.1 million people in
poverty, or less than $15.77 per day, in the United States in 2015 with nearly one in five children remaining in
poverty (United States Census, 2015; Kochhar, 2015). It is then, statistically probable that some of The
Academy’s students are economically disadvantaged to this extreme. These issues are included in the
reasoning for Objective 6 of the Illinois Mathematics & Science Academy Diversity Plan:
Provide an opportunity for [Underrepresented Populations] faculty/staff to convene to discuss
related issues and provide an additional level of support for URP students; Create and
implement programs to ensure that underrepresented populations have equal access and support
to be successful in our academic offerings in STEM; Discuss Historically Black Colleges and
Universities and Hispanic-Serving College and Universities as options for higher education
(IMSA, 2014, p. 7).
The information that follows seeks to provide the academic resources towards accomplishing those goals while
serving the needs of the asynchronous students.
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Addressing human rights, Article 25 of the Universal Declaration of Human Rights (1948) states:
(1) Everyone has the right to a standard of living adequate for the health and well-being of
himself and of his family, including food, clothing, housing and medical care and necessary
social services, and the right to security in the event of unemployment, sickness, disability,
widowhood, old age or other lack of livelihood in circumstances beyond his control. (2)
Motherhood and childhood are entitled to special care and assistance. All children, whether
born in or out of wedlock, shall enjoy the same social protection.
Unfortunately, when one in five children in the United States lives in a state of poverty, they are not
adequately able to express their human rights.
Bajaj et al. (2016) lead with examples of Transformational Human Rights Education (THRED) in action
by highlighting programs in India and Columbia. One of the key takeaways from these programs is that they
were successful due to bringing together people to share their experiences, identify with a larger human rights
narrative, and begin the process of collective action. The program that follows brings together students from
different economic experiences, seeking to give opportunities for asynchronous and economically
disadvantaged students to recognize pathways for success despite their hardship and for their classmates to
endure the length of an exercise where their privilege may be stripped away—and for there to be a
purposefully created space for discussion afterward. The majority of this author’s students were not
economically disadvantaged, however that does not negate the importance addressing those issues in a
program—and may in fact highlight the need.
One of the great benefits of continued STEM education is access to careers with higher-than-average
incomes. Identifying gifted students from low-income households is an unambiguous problem that is found
across race and culture (Slocumb, 2001, as cited in Swanson, 2006). Moreover, providing this type of
education to the highest ability learners from low-income households provides the greatest net benefit to those
students individually, as well as society as a whole (Ceci & Papierno, 2005 as cited in Kaul, et. al, 2015).
Swanson (2006) found that in lieu of focusing on identifying gifted students, applying gifted curriculum to the
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entire class results in three things: 1) a three-hundred percent increase in the gifted population, 2) overall
achievement increased, and 3) “teachers demonstrated attitudinal shifts” (p. 23). Similarly, Card & Guiliano
(2015) found that by applying a universal screening process instead of the traditional referral methods,
inclusion of students from low-income households increased dramatically and that those students most often
identified as Black or Latinx; after the program was suspended, the demographics of the gifted program
reverted back to pre-universal screening numbers.
Due to classmates often having a misperception or complete ignorance of the fact that economically
disadvantaged students can persist and succeed within an academically gifted environment, they go on to
provide pathways for instructors to connect with and validate the feelings and experiences of those students
(Stambaugh & Ford, 2014). Additional programs, such as the Partnership for Promoting Potential in LowIncome Gifted Students model, have been found to increase exposure to subjects that encourage opportunity
and practice, developing efficacy and confidence in “selected talent areas”, as well as developing “key
psychosocial skills” for interpersonal engagements (Kaul, et. al., 2015, p. 39).
This author decided then to create a program that “helps people contextualize global ethics within local values
and understandings of the world, fostering human solidarity through human rights” by allowing the
asynchronous and economically disadvantaged students to use their overexcitabilities to investigate their
ability to succeed in a barter and trade economic system that values some participants more than others—
while also creating space for the deconstruction of the participants privileges and biases.
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Reflection on Student Learning, Assessment and Lesson Implementation
What worked, didn’t work, will do differently, and next steps
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Item

Traded For

With This Person

Their Signature

Item A

Item B

Person X

Person X

Item B

Item C

Person Y

Person Y
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All cells must be filled to count.
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Program Title: Connect the (Community) Dots
Program Developer
Derek Lough

Program Length
Actual:
Estimated:
30 min

Curriculum Area
X Community

Date Implemented

Overexcitability

Program Summary

X Psychomotor

X Diversity

Sensual

X Involvement

X

Intellectual

X Identity

X

Emotional

X

Imaginational

Real World

The students will use yarn to create a web of human
connection before discussing the dynamics of those
interactions.

Wellness
Program Size
5-10 Students

10-20
Students

20-30 Students

Principals of THRED
X

1.

X

2.

3.

Endeavors to awaken people’s critical consciousness on
human rights and to promote their collaborative
realization.
Engages participants and educators in collaborative
learning about their social reality through entertaining,
experiential, and participatory methods.
Encompasses different educational settings.

X

4.

X

5.

Helps people contextualize global ethics within local
values and understandings of the world, fostering human
solidarity through human rights.
Gives people access to possible new ways of being.

X

6.

Leads to individual and collective action.

30-40
40+ Students
Students
Learning Objectives
Audience, Behavior with Action Verb, Condition, Degree

The students will learn how relationships form in
communities (how to get involved), how those
relationships fall differently on the spectrum of
significance according to different individuals
(who some relationships are more important to
some than others), how to communicate an
understanding of a relationship for mutual
understanding.

Standards of Significant Learning
A. Students living and learning in IMSA's residential environment will
identify, understand, and accept the rights and responsibilities of belonging
to a diverse community by [SSL-V.A]:

B. Students living and learning in IMSA's residential environment will
make reasoned decisions which reflect ethical standards and act in
accordance with those decisions by [SSL-V.B]:

A.1 working well with diverse individuals and in diverse situations [MCSLS 4.3]

B.1 analyzing, forming and/or clarifying their own values. [CASHRL-2.5D;

A.2 understanding that group and cultural influences contribute to human

ACUHOI-A3]

development, identity, and behavior [MCSBS-1]

B.2 identifying areas of dissonance [lack of harmony] between their personal

A.3 identifying unexamined cultural, historical, and personal assumptions and

values and those of the community. [SSL-5B]

misconceptions which affect their interactions with others [SSL-II.A]

B.3 developing a sense of respect for self, others and property, and a sense of

A.4 determining their personal values, beliefs, needs, and interests in order to

fairness. [ACUHOI-A5]

forge connections with themselves and others and to deepen the meaning of their

B.4 learning and applying decision-making techniques [MCSLS-.3.6; ASCA-3B]

lives. [SSL-1B; MCSLS-3.2]

B.5 making decisions that are congruent with their values and beliefs.

A.5 developing an appreciation for new ideas, cultural differences, and life-styles.
[ACUHOI-A6]
A.6 appreciating cultural and esthetic differences. [CASHRL-2.5H]
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C. Students living and learning in IMSA's residential environment will
develop an understanding of the interdependent aspects of self, including
who they are, what they want, and how they react to others and their
environment by:

D. Students will establish and commit to a wellness lifestyle in the
development of the whole self by [SSL-V.C]:
D.1 recognizing the holistic nature of wellness [ILAoL-5;MCSBS-3]
D.3 engaging in a personally satisfying and effective style of living [CASHRL-

C.1 contributing to the overall effort of a group [MCSLS-4.1, NSFAL-4, 5]

2.5G]

C.2 working independently and interdependently. [CASHRL-2.5I]

D.4 maintaining mental and emotional health [MCSH-4]

C.3 identifying, developing, and/or confirming one's own sense of identity.

D.6 maintaining and promoting self-care [MCSH-7]

[ACUHOI-A11]
C.4 living cooperatively with others [ACUHOI-A1, A2]
C.5 using conflict resolution techniques [MCSLS-4.2]
C.6 displaying effective interpersonal communication skills [MCSLS-4.4,
ILAoL-2]
C.7 performing accurate self-appraisal [MCSLS 2.2, ILAoL-4]
C.8 managing and directing one's own learning [NSFAL-8] C.9 demonstrating
leadership skills [MCSLS-4.5]

Materials
Attach copies of materials designed for student/instructional use

Six different colors of yarn.
Toilet paper rolls and/or construction paper
Markers
Preparation/Management

Instructional Procedures
Introduction
Invite the students to write examples of human interactions on the rolls or the construction paper. These could
include something as innocuous as studying with another person for an hour to something significant like a
consistent traveling buddy, or even introducing someone to their significant other. If written on construction
paper, have them then roll and staple into a tube shape with the writing on the outside.
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Body of Program
1. To begin the program, have one student
stand in the center and stretch out his or her
arms.
2. Then have the remaining students
stand similarly with their arms
outstretched forming a sporadic
dot pattern so that no student is
standing too close to another.
3. Once that is complete, have the
student in the middle (Student A)
take one of the pieces of yarn and
stretch it to another person in the
activity. Ask them then to take one
of the “relationship tubes”, feed it
along the yarn, and send it along to
the person while describing the relationship
aloud to the group.
4. Repeat the process with the same student 2-4 more times.
5. Move onto Student B using a new color of yarn. Have the student choose another 2-4 participants.
6. Repeat steps 3 & 4.
7. Before moving onto Student C, have student B decide whether to give a piece of yarn to Student A. This might
confuse some of the students, which is a good time to ask them why Student B might not want to establish a
relationship with Student A. Ask questions to the group like, “Does Student B think about his/her relationship with
Student A than Student A thinks about the relationship? Why might that be?”
8. Bring up the fact that many of their classmates—due to falling on the autism spectrum or having a learning
disability—may not intuitively grasp how relationships form, how sometimes they can be one-sided or disadvantageous
to one person, or just may be less significant to one party due to a larger number of connections.
9. Finally, put Student B back on the spot by having them decide whether to give the yarn to Student A. If they decide
NOT to, ask them to explain why to Student A, trying to explain the nature of their relationship from their own
perspective with kindness and compassion.
10. Repeat steps 3-7 with Student C. This time begin by having Student C explain the significance their character places
on the relationship.
11. Repeat steps 3-7 with Student D. This time, challenge Student D by tasking him with connecting with people he may
not have an actual relationship with, but are doing/accomplishing/involved with activities or people he/she wishes to
also be associated with. Challenge him to have a conversation to prompt such a connection.

Closure
Conclude the program by going around the room and asking the following questions:
1: How do relationships form? Can you be conscious about forming the types of relationships you want in your
life?
2: What are appropriate strategies for detailing your thoughts on your relationship with another party? Are
there ways to do this being straightforward and honest while minimizing hurt feelings?
3: How can you use what you learned tonight to become more involved in activities on campus as well as
healthy relationships?
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Extensions and/or Related Activities
List and Describe

Sources Used in Preparation of This Lesson
List and Describe

The fifth principle of Transformative Human Rights Education is that it “gives people access to possible
new ways of being” (Bajaj et al., 2016, p. 80). Though there exist as many disabilities as there are those who
live with them, diagnoses of learning disabilities have been on the rise in the United States. In 2013-14, 4.5
million students with specific learning disabilities were served under the Individuals with Disabilities
Education Act and 500,000 students diagnosed with Autism Spectrum Disorder (ASD) were also served
(NCES, 2016). The rate in which ASD had been diagnosed has increased over time, from 1 in 150 children in
2000 to 1 in 68 in 2012 (CDC, 2016). In 2011, one in every two students with a learning disability faced a
suspension or an expulsion (Cortiella & Horowitz, 2014). Though these are issues for many institutions, the
Office for Civil Rights at the US. Department of Education stated that denying access to accelerated programs
for students with disabilities was a violation of their rights and of the law (Cortiella & Horowitz, 2014).
These issues are included in the reasoning for Objective 6 of the Illinois Mathematics & Science
Academy Diversity Plan:
People with Disabilities: Ensure that students, faculty, and staff who identify as having a
disability receive appropriate support regarding services and accommodations; Ensure students,
faculty, and staff who identify as having a disability have access to services and
accommodations; Ensure that students, faculty, and staff with disabilities receive reasonable
and appropriate accommodations as to have equal access to all institutional programs and
services regardless of the type and extent of the disability; Support victims of bias-related
incidents (IMSA, 2014, p. 7).
The information that follows seeks to provide the academic resources while serving the needs of the
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asynchronous students.
Addressing human rights, Article 22 of the Universal Declaration of Human Rights (1948) states:
Everyone, as a member of society, has the right to social security and is entitled to realization,
through national effort and international co-operation and in accordance with the organization
and resources of each State, of the economic, social and cultural rights indispensable for his
dignity and the free development of his personality.
In the case of disability, accessing a proper education can be a battle for expressing these human rights.
Bajaj et al. (2016) lead with examples of Transformational Human Rights Education (THRED) in action
by highlighting programs in India, West Africa, and Columbia. One of the key takeaways from these programs
is that they were successful was due the share space created during the human rights exercises and the
participants’ ability to reconcile the realities of their lives while imagining a different future. This process can
be particularly useful for those students carrying the label of twice-exceptional—that is gifted students with
learning disabilities. The program that follows brings together students with varying cognitive capacities,
learning disorders, and natural abilities seeking to give opportunities for asynchronous and twice-exceptional
students to discover the value of working within their community, to have a tangible process of interpersonal
interaction with goal of sustained contact or task accomplishment, and for their classmates to understand how
navigating the complex web of social and professional life can be more innate to some than other—and for
there to be a created space for discussion of human dignity afterward. The majority of this author’s students
were not twice-exceptional nor living with a disability, however that does not negate the importance
addressing those issues in a program—and may in fact highlight the need.
Only 2% of students with learning disabilities tested in the exceptional range in Math & Reading (Cortiella &
Horowitz, 2014). However, many of these exceptional students are overlooked due to instructor focus on
deficits (Whitmore & Maker, 1985, as cited in Douglass, 2007). While student’s learning disability may often
mask their giftedness, the opposite can be just as true—a student’s giftedness masking their learning disability
(Baum & Owen, 2004 as cited in Douglass, 2007). These twice-exceptional students often benefit from
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activities and lessons which allow their gifted natures to be expressed outside an area where their disability
usually reigns (Douglass, 2007; Mann, 2006; Colorado Department of Education, 2012). Due to their academic
struggles, twice-exceptional students often felt as if they were different from their peers, even if enrolled in
gifted programs (Barber & Mueller, 2011). Gifted students without learning disabilities often use their
“advanced cognitive skills” to create coping strategies for social interaction—this is not the case for twiceexceptional students (Swiatek, 1995). Due to their gifted nature, their perception of Self and the internal logic
they use to make sense of their heightened experiences reigns supreme—and thus “the perception of feeling
different…is more driving behavior than the actual opinions of friends” (Barber & Mueller, 2011, Reis &
Renzulli, 2004). This author decided then to create a program that “gives people access to possible new ways
of being” by allowing the asynchronous and twice-exceptional students to use their overexcitabilities to
construct and deconstruct complex social interactions through visual, audial, and kinetic exercises.
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Program Title: LGBTQ Bystander Intervention
Program Developer
Derek Lough

Program Length
Actual:
Estimated:
30 min

Curriculum Area
Community

Overexcitability
X

X Diversity

Program Summary

Psychomotor
Students will learn how to safely intervene in an
unacceptable situation in public. Examples include:
 The verbal harassment (using slurs) of an
individual based on their skin color, religion, or
sexual orientation
 Sexual harassment by a man onto a woman
 Situations that may not be verbal or violent, but
could escalate

Sensual

Involvement

Date Implemented

X

Intellectual

X Identity

X

Emotional

X Real World

X

Imaginational

Wellness

Program Size
5-10 Students

10-20
Students

20-30 Students

Principals of THRED
X

1.

X

2.

3.

Endeavors to awaken people’s critical consciousness on
human rights and to promote their collaborative
realization.
Engages participants and educators in collaborative
learning about their social reality through entertaining,
experiential, and participatory methods.
Encompasses different educational settings.

X

4.

X

5.

Helps people contextualize global ethics within local
values and understandings of the world, fostering human
solidarity through human rights.
Gives people access to possible new ways of being.

X

6.

Leads to individual and collective action.

30-40
40+ Students
Students
Learning Objectives
Audience, Behavior with Action Verb, Condition, Degree

For the students to learn how to safely intervene
as a bystander in public into a situation that is
unacceptable in order to de-escalate it.

Standards of Significant Learning
A. Students living and learning in IMSA's residential environment will
identify, understand, and accept the rights and responsibilities of belonging
to a diverse community by [SSL-V.A]:

B. Students living and learning in IMSA's residential environment will
make reasoned decisions which reflect ethical standards and act in
accordance with those decisions by [SSL-V.B]:

A.1 working well with diverse individuals and in diverse situations [MCSLS 4.3]

B.1 analyzing, forming and/or clarifying their own values. [CASHRL-2.5D;

A.2 understanding that group and cultural influences contribute to human

ACUHOI-A3]

development, identity, and behavior [MCSBS-1]

B.2 identifying areas of dissonance [lack of harmony] between their personal

A.3 identifying unexamined cultural, historical, and personal assumptions and

values and those of the community. [SSL-5B]

misconceptions which affect their interactions with others [SSL-II.A]

B.3 developing a sense of respect for self, others and property, and a sense of

A.4 determining their personal values, beliefs, needs, and interests in order to

fairness. [ACUHOI-A5]

forge connections with themselves and others and to deepen the meaning of their

B.4 learning and applying decision-making techniques [MCSLS-.3.6; ASCA-3B]

lives. [SSL-1B; MCSLS-3.2]

B.5 making decisions that are congruent with their values and beliefs.
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C. Students living and learning in IMSA's residential environment will
develop an understanding of the interdependent aspects of self, including
who they are, what they want, and how they react to others and their
environment by:

D. Students will establish and commit to a wellness lifestyle in the
development of the whole self by [SSL-V.C]:
D.1 recognizing the holistic nature of wellness [ILAoL-5;MCSBS-3]
D.2 setting and managing goals [MCSLS-2.1]

C.1 contributing to the overall effort of a group [MCSLS-4.1, NSFAL-4, 5]

D.3 engaging in a personally satisfying and effective style of living [CASHRL-

C.2 working independently and interdependently. [CASHRL-2.5I]

2.5G]

C.3 identifying, developing, and/or confirming one's own sense of identity.

D.4 maintaining mental and emotional health [MCSH-4]

[ACUHOI-A11]

D.5 understanding aspects of substance use and abuse [MCSH-9]

C.4 living cooperatively with others [ACUHOI-A1, A2]

D.6 maintaining and promoting self-care [MCSH-7]

C.5 using conflict resolution techniques [MCSLS-4.2]
C.6 displaying effective interpersonal communication skills [MCSLS-4.4,
ILAoL-2]
C.7 performing accurate self-appraisal [MCSLS 2.2, ILAoL-4]
C.8 managing and directing one's own learning [NSFAL-8]
C.9 demonstrating leadership skills [MCSLS-4.5]

Materials
Attach copies of materials designed for student/instructional use

Attached.
Preparation/Management
Print out copies of the Bystander Intervention sheet.

Instructional Procedures
Introduction
Explain to the students what Bystander Intervention is for: to intervene in a public situation that seems
unacceptable with the intention of de-escalation in order to reduce harm. With that in mind, go over the
following:
Bystander Intervention Training is for: Building Confidence, Sharing tips & strategies, Being messy &
imperfect, Laying out things to consider
What it is NOT for: Resolving conflicts within communities (that would take restorative practices)
Thusly, this is not to take place within IMSA. This is for when you are out in public.
Body of Program
Go over the basics outlined on the attached sheet.
Have the kids define what they think the 5Ds mean. Have them give verbal examples if they can.
Role play through 3 scenarios:
1. One student is a bystander on a train viewing an anonymous man stare creepily at an anonymous woman.
2. Two students happen up a man shouting racial obscenities at an elderly woman.
3. A group of college boys are surrounding a coed and sexually harassing her OR they are harassing someone
who identified as LGBTQIA+.
BE SURE TO PRAISE THOSE WHO DE-ESCALATE THE SITUATION AS QUICKLY AS
POSSIBLE (WITHOUT VIOLENCE), NO MATTER HOW RIDICULOUS OR FUNNY THEIR
METHODS.
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Closure
Go around the group and have the kids discuss what they found most unacceptable about the situations they
role-played. Ask them how they would have felt if they had not intervened. Discuss real life situations they
may have witnessed.

Extensions and/or Related Activities
List and Describe

Sources Used in Preparation of This Lesson
List and Describe

The sixth principle of Transformative Human Rights Education is that it “leads to individual and
collective action” (Bajaj et al., 2016, p. 80). In 2015, the victim was targeted due to sexual orientation in 17.7
percent of all biased incidents reported (FBI, 2015). Additionally, there was a twenty percent increase in hate
violence homicides since 2014; of the 290 survivors who reported hate violence to police, eighty percent said
police were indifferent or hostile (Waters, Jindasurat & Wolfe, 2016). Trans people are four-times as likely to
live in extreme poverty in the United States and were over twenty-five times more likely to attempt suicide
than those living in the general population (Grant, Mottet, & Tanis, 2011). Othering the LGBTQ population is
persistent and remains an issue in education (Cabot, 2015). Moreover, youth within these populations are
“more than two times as likely than their non-target peers to experience verbal harassment, exclusion, and
physical attacks at school”; and more than nine out of every ten LGBTQ students report hearing negative
messages about non-heteronormative identities often or frequently (p. 11).
These issues are included in the reasoning for Objective 6 of the Illinois Mathematics & Science
Academy Diversity Plan:
Promote and advocate for services and programs addressing the unique needs of LGBTQ
students, faculty, and staff; Provide coming-out support with particular attention to multiple
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identities, especially race, ethnicity, disability, religion, and family-of-origin issues; Identify
and support individuals facing difficulties regarding gender identity and expression and for
those experiencing internalized transphobia; Provide services for victims, survivors, and
perpetrators of homophobia, biphobia, and transphobia; Support for LGBTQ victims of biasrelated incidents; Provide resources and training for staff and faculty on responding to and
working with students who identify as LGBTQ or are questioning gender identity or sexuality.”
(IMSA, 2014, p. 7).
The information that follows seeks to provide those academic resources while serving the needs of the
asynchronous students.
Incorporating human rights, Article 2 of the Universal Declaration of Human Rights (1948) states:
Everyone is entitled to all the rights and freedoms set forth in this Declaration, without
distinction of any kind, such as race, colour, sex, language, religion, political or other opinion,
national or social origin, property, birth or other status. Furthermore, no distinction shall be
made on the basis of the political, jurisdictional or international status of the country or territory
to which a person belongs, whether it be independent, trust, non-self-governing or under any
other limitation of sovereignty.
In the case of LGBTQ, expressing these human rights without interference can be day-to-day experience.
Bajaj et al. (2016) lead with examples of Transformational Human Rights Education (THRED) in action
by highlighting programs in India, West Africa, and Columbia. One of the key takeaways from these programs
is that they were successful due the program participants coming together to learn skills, prepare to use those
skills, and then to put them into practice—individually and collectively. The program that follows brings
together students to give opportunities for asynchronous and LGBTQ populations to learn what overt hostility
and covert microaggressions see and sound like, while learning tools and tips to deescalate sexist, homophobic,
transphobic, and racist conflicts by intervening as a bystander. The majority of this author’s students were not
of LGBTQ populations, however that does not negate the importance addressing those issues in a program—
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and may in fact highlight the need.
Supporting gifted and talented students who are asynchronous is imperative, especially considering the
negative externalities these students face in their lives. Gifted children often experience earlier existential
depression than others, resulting in factors that contribute to suicide in young adults: anger, feeling of crisis,
and isolation (Webb, 2011). Little independent research exists on the dual identity of being gifted and
LGBTQ, although several scholars have conducted thorough literature reviews on the subject (Treat &
Whittenburg, 2006; Hutcheson & Tieso, 2014; Sedillo, 2015). Several key points have been made within these
reviews, such as some gifted LGBTQ students are so accurately aware of microaggressions and stereotypes
that they will adjust their behavior to the visible extreme so as to model to other LGBTQ students on how to
behave unabashedly (Peterson & Riscar, 2000, as cited in Hutcheson & Tieso, 2014). Doing so, or the
opposite, can have a negative effect on a student’s ability to understand their own authentic self; even if the
student is heterosexual, a student may face similar issues as LGBTQ due to the higher rate of androgyny and
lower rates of adhering to gender norms (Hutcheson & Tieso, 2014). Much like some LGBTQ students
presenting as the visible ideal, there might be students who seek to present as the perfect ally in order to show
other heterosexuals how best to practice—again at risk to their authentic self. This author decided then to
create a program that “leads to individual and collective action” by allowing the asynchronous and LGBTQ
students to use their overexcitabilities to construct role-playing scenarios of street harassment and use
bystander intervention techniques to deescalate the situation—with space being created for deconstructing the
scenarios and discussion.
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Bystander Intervention Training is for:



Building Confidence



Sharing tips & strategies



Being messy & imperfect



Laying out things to consider

NOT for:



Resolving conflicts within communities (that
would take restorative practices)



Thusly, this is not to take place within IMSA.
This is for when you are out in public.

The Basics:
What are you trying to do?





Reduce harm in the moment.
Deescalate the situation.
Not to win the argument.
What are barriers from intervening when we see a situation that is not right? What stops us?




Personal safety.
Don’t want to make it worse. Are

you sure?





Assess the situation. Watch for cues from the participants.
Notice the environment. Are other people seeing what you’re seeing? Same interpretation?
Trust your body: Is your hair standing on end? Have goosebumps? Gut in a knot?

Intervention: DO NOT BE A HERO, JUST GET ATTENTION
Direct: Tell them you’re intervening.
Distract: Tactic to change focus of either person in the situation
Deescalate: Bring down the tension surrounding the situation
Delegate: Use the community & persons around you get the harassed to safety

Tips:
Delayed: Check in the harassed person after the event






Be calm
Direct or misdirect
Confident
Assertive-but-not-aggressive




Take cues from the harassed – mirror their behavior
Focus on aggressor’s behavior as unacceptable



Use your phone’s camera to shame them

Remember: Telling the harasser that they are BAD and here is the CORRECT WAY TO THINK does not often bear
fruit. The idea is to end the situation by focusing on its UNACCEPTABLE NATURE or by using tactics to
DISENGAGE the harassed from the aggressor.
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Diversity Plan
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Preface
The Multicu ltural Committee was formed during the 20 13-2014 Academic Ycar and charged with the task
of updating the Diversity I Mu lticu ltural Development Plan , initiated in 2003 and last upclated in 20 I I . The
comm ittee consists of 23 faculty and staff from the following departments: President's Office, Principal 's Office,
Student Life, Residential Life, Science Department, Welln ess Department, Foreign Languages, Human Resources,
Maintenance, Information Resource Center , Development Office, Enrollm ent Management and Academic
Opportunities, Innovation and Entrepreneurship , Professional Field Services, IT, Marketing and Communications
and the Business Office. With direction from the•Multicultural Education Specialtst, this com m ittee is responsible
for overseeing the implementation of this plan. The process to ensure the Multicultural Committee made informed
decisions regarding the update included:
I . Review of':
a. IMSA 's current Multicultural Developm ent Plan (MCDP)
b. Multicultural Vimeo presented to the Board of Trustees in 20 11 on diversity initiatives at IMSA
and IMSA student focus group results regarding the diversity climate at the academy,
c. Harvard University Implicit Association Test taken to examine personal bias.
2. Participation in Diversity Training that included related theory and an exam ination of class, race, gender,
and sexual orientation .
3. Condu cted an assessm ent utilizing the Council for the Advan cement of Standards in Higher Education
(CAS). The CAS standards assert the importance of atllrming the existence of diversity and considering its
influence when creating and implementing educational and developmenta l initiatives. In an increasingly
com plex and shrinking global environmen t, it is essential that students learn to function effectively and
ju stly when exposed to ideas, beliefs, values, physical and mental abilities, sexual orientations, gender
expressions, and cultures that differ from their own. Key areas focused on in this updated MCDP arc:
a. Connection to current IMSA diversity practices including the IMSA mission , belief and vision
statem ents, Standard s of Signiflcant Learn ing II.A and V .A, and perform ance evaluation .
b. Inclusion of subcultures of IMSA 's popu lation including students, faculty, and staff from :
underrepresented population s, women, LGBTQ , and people with disabilities.
c. Discussion of facilities and technology as related to m eeting diverse needs of IMSA community.
4.

Committee work was coupled with Academy -wide input. IMSA faculty and staff were offered a
Diversity/Socia l Justice questionnaire to complete that focused on deflning diversity, incidence of social
injustice, importance of addressing social injustices, speciflc diverse issues and concerns, and fostering a
more diverse environm ent. A total of 58 faculty and staff participated, and the top two areas of concern
were:

=

a.

Lack of Diversity among Students, Faculty, and Staff, n

b.

Lack of Cultural Awareness, Acceptance, Respect and Understanding, n

11

=

9

6
3
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Diversity Mission Statement
The IMSA diversity mission is to create, support and sustain a commun ity that genuinely demonstrates the value
of diversity of all of its members.

, Diversity Vision Statemen t
IMSA's diversity vision is to support and encourage an environm ent of trust and sensitivity to all cultures,
bcliefa,
and viewpoints regardless of race, ethnidty, geographic origin , gender, religion, age, nationality, sexual
orientation and abilities.

Diversity Stance
The affirmation , appredation, and inclusion of multiple cultures are vital to ensure that all studen ts, faculty, and
staff and the IMSA comm unity will be able to thrive in a multicu ltu ral academic and residential environme nt.
From this perspective it is important that commu nity members be effective at interacting across cultures, which
is essential to IMSA's vision of"i9nitin9 and nur1Urin9 creative, ethical sciem!flc minds that advance the human condition"
.

IMSA's diverse cultural groups also include the political orientations, statewide regional cultures, and the
multiplicity of beliefs, ideas, and visions that arc critical to fostering an educationa l environment where students,
faculty, and staff exchange ideas freely, encourage critical thinking, and reexamine their personal
pcrspcc.tivcs.

Diversity Goal
The overarching diversity goal , consistent with Ill inois Mathematics and Science Acadcm y law ( IOS IL CS 305/),
is:

To inspi re multicultural populations in the state ef Jl/inois, throu9h IM SA's residential and extension
pro9rams, to en9a9e in mathematics and science education in an effort to promote a diverse STEM woriforce.
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Context for Diversity at IMSA
In order to provide a context for this Diversity Plan (formerly the Muhicuhural De..elopment Plan), the Council for the
Advancement of Standards in Higher Education , a pow erful framework based on a national model of effective programming
and services was u tilized to inform the plan . The plan was then connected to Illinois Mathematics and Science AL'ademy
Law ( 105 ILCS 305/), IMSA' s beliefs, Standards of Signillcant Learning, Career Development
Reinforcing Excellence (CADRE, and Performance Evaluation; all of which support the importance of diversity and
demonstrate that everyone in the IMSA community is responsible for its implementation .
We Believe That...
All people have equal inttinsic worth.
, All
people have choices and arc responsible for their actions.
Belonging to a community requires commitment to the common good.
• Diverse perspectives enrich understanding and inspire discovery and creativity.
Honesty, trust and respeL'1: arc vital for any relationship to thrive.
Learning never ends.
Meaning is constructed by the learner. No
one's path in life is predetermined.
The ability to discern and create connections is the essence of understan ding. We
arc all stewards of our planet.
Standards ef Si9nijicant Learnin9
II.A Identify unexamined cultural, historical , and personal assumptions and misconceptions that impede and skew
inquiry.
V.A Identify, understand, and accept the r ights and responsibilities of belonging to a diverse community.
uireer Developm ent Reinforcin9 Excellence (CADRE)
CADRE combines performance assessment and professional growth, em powering the IMSA faculty to define itself, hold
itself accountable, and become leaders in educational transformation.
• Domain I : Planning and Preparation
O I b: Demonstratin9 knowled9e efstudents
Teacher actively seeks knowledge of students' backgrounds, cultures, sk ills, language profici ency,
interests, and s-pecial needs from a variety of sources, and attains this know ledge for individual
students.
Performance E valuation -Div ersity/ M ulticulturalism
•

Supports and encourages an environment of trust and sensitivity to others' cultures, bel iefs, and viewpoints
(race, ethnicity, geographic origin, gender, religion, age, sexual orientation, and physica l or mental ability)
o Works effectively with groups/individuals to solve and/or prevent problems and complete projects. o
Supports an environment in which staff members feel respected and empowered to make meaningful
contributions.
O Engages in dialogues and activities that build cross-cultural und er standing and mutua l respect (i.e. shows
respect for others, listens to other's perspectives and needs, works cooperatively wit h diverse groups,
etc.).
o Appropriately challenges the unjust, unfair or uncivil behavior of others (individual or group).
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Objectives for Diversity Development
Objective 1 (President's Office, Information Resource Center, Human Resources, Development Office):
To develop IMSA students, faculty, staff, alumn i and parents who understand, respect and appreciate cultural
and religious differences and who can communicate and interact effectively across these areas.
Short -term Strategy (1 -2 years)

•
•

Provide skill development training to learn to appropriately challenge social injustices, the unjust,
unfair or uncivil behavior of others;
Provide opportuniti es/or diverse interaction s, cxchanpes of ideas and reOection;

,

•

Provide educational program s that focus on awareness of cultural difference, cultural commonalities;
• Work to establish a Multicultural Resource Corner featuring literature for each Diversity
Awareness Month ; as well as virtual resources that promote diversity.
Long-term Strategy (3 - S years)
•

Design a comprehensive multicultural educational training program for all students, faculty, and staff;

•

Develop and implement plan s to secure appropriations, gifts, grant and spon sorships to support
the objective s for multicultura l development;

•

Encourage diverse professionals to join the Board of Trustees, Fund Board and other advisory groups;

•

Encourage diverse alumni to become more involved with the IMSA community (i.e. alumni
awards, speaking engagements).

Objective 2 ( Human Resources, President's Office, Principal'sOffice, Office

ef Instit utional

Research and

IJ!ectiveness):

To build the capabilities of IMSA faculty and staff to meet the needs of students from diverse cultural
backgrounds and address cultural issues.
Strategy (I - S years)
• Develop and implement plans to secure a diverse pool of highly qualified candidates for all IMSA
positions and to hire, develop and support a more diverse faculty and staff;
•

Develop and implem ent programs/provide professional development opportunities to ensure that all
IMSA faculty and staff arc aware of and prepared to help address multicultu ral issues and needs;

•

Support faculty/staff conducting research that focuses on the differences and commonalities that
exist among the subcultures of IMSA's population (i.e. female students in STEM).

Objective 3 (Principal'sOffice, Curriculum Assessment Leaders, President' s Office , Information Resource
Center): To integrate the diversity focused Standards of Significant Learning II.A and V.A into the curriculum of
all academic disciplines where appropriate.
Short-ter m Stratcgy (I - 2 years)
• Provide academic departments with onlinc diversity resources and tools;
•

Encourage academic disciplines to work with the IRC, whose collections represent the diversity of
people and ideas in our community.
Long-term Strategy (3 - 5 years)
• Develop a social ju stice/ diversity/ multicultural curriculum in which student can earn academic
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•

Implement strategics to incorporate diversity in academic courses, where appropriate.

Objective 4 ( President 's Office , Student Life, Residential Life):
To provid e diversity/ multicultural programmin g for students to enhance their understanding of cultures and
historical experiences in an effort to establish intercu ltural relationships.
Short-term Strategy ( I - 2
years)
• Utilize student organizations to provide diversity programs on campus that establish and prom
ote multicultural intcra1;tions;
•

Encourage faculty/staff to be more involved in multicultural student programmin g;

•

Provide lcaders ip and diversity resources to thf various groups that address so'{ial injustice based on
race, sexual orientation , gender, religious/non-religious affiliations through the Peer Multicultural
Education Board and Student Council.
Long-term Stratcgy (3 - S yea rs}
• Develop and implem ent programs and services that promote multicultural awareness, understa nding
and appreciation among IMSA students;
• Ensure that multicultural student programm ing is meaningful and progressive;
•

Work with advisors of student organizations to ensure they have the knowledge and resources needed
to guide student diversity-related program ming.

Objective 5 ( Human Resources, President's Office, Office ef Institutional Research and Wectiveness) :
To ensure compliance with any federal, state and local laws, policies, and guideli nes, as well as current trends
that pertains to social just ice/ diversity I multiculturalism .
Strategics (I - 5 yea rs)
•

Review and align IMSA policies and procedures with federal guidelines annually;

•

Assess the diversity climate at IMSA and evaluate diversity Imulticultural program effectiveness to
document achievement of stated goals and objectives, demonstrate accountability, and provide
evidence of improvement.

Objective 6 (Student Life, Residential Life, Colle9e and Aca demic Counselin9, Human Resources, Security,
Student Inquiry and Research, Innovation and Entrepreneurship):

To ensure that the subcultures of IMSA's population have the resources and support needed to feel safe and
valued
in a diverse community.
Str atcgy ( I - 5 yea rs)
•

People with Disabilities

Ensure that students, faculty, and staff who identify as having a disability receive
appropriate support regard ing services and accommodations;
Ensure student. , fa1-;ulty, and staff who idcntiry as having a disability have access to services
and accommodations;
Ensure that students, faculty, and staff with disabil ities receive reasonable and appropriate
accommodations as to have equal access to all institutional programs and services regardless of
the type and extent of the disability;
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LGBTQ_Population s

•
•

Prom ote and advocate for services and programs addressing the unique needs of LGBTQ
students, faculty, and staff;
Provide com ing-out support with particular attention to multipl e identities, especially
race, ethnicity, disability , religion , and fam ily-of-origin issues;
Identify and support individuals facing dilllculties regarding gender identity and expression
and for those experiencing internalized transphobia;
Provide services for victims, survivors, and perpetrat ors of homophobia, biphobia, and
transphobia ;
Support for LGBTQ victi s of bias-related incidents;
1

I

•

•

Provide resources and training for staff and faculty on responding to and working with
students who identify as LGBTQ or arc questioning gender identity or sexuality.

Women

•

•

Em power students, faculty, and staff to create a campus climate that values all women and
their diverse identities and experiences;
Provide resources on issues that disproportionately affect women such as
sexual harassment, relationship violence, sexual assault, and body image
issues;

•

Discuss Women 's colleges as an option for higher education .

Underrepr esented Populations (URP) i.e. Black / Laiin o/ Rural I Economically Disadvantaged -as defined

by

IM SA

•

Provid e an opportunity for URP faculty/staff to convene to discuss related issues
and provide an additional level of support for UR P students;
Create and implement programs to ensure that under represented populations have
equal access and support to be successful in our academic offerings in STEM;
Discuss Historicall y Black Colleges and Universities and Hispanic-Serving Colleges and
Universities as options for higher education .

Obje ctive 7 (Admissions, Enrollment and Academi c Opportuniiies, Prefessional Field Services, Development Offi
ce, lllarketin9 and Communication):

To develop , recruit , enroll , support, and graduate in IMSA's residential program highly qualified students
from historically underrepresented population s (i .e. Black/ Latino, Women, Rural, and Econom ically
Disadvantaged) who will pursue degrees and careers in STEM .
Short -term Str ategy ( I -2 years)
•

Utilize PROMISE and other STEM enrichment opportunities at IMSA to prepare a diverse array
of students from the state of Illinois for a rigorous STEM curriculum ;

•

Address the educational needs of URP students who are struggling academically;

• Work to establish a URP alumni group to mentor URP
students. Long -term Strategy (3 - 5 years )
•

Address the racially-based and income-based educational achievement gaps;

•

Institute personalized learning plans to support URP students.
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Objective 8 ( Facilities, Residential Life, Business Office):
To create and maintain facilities sensitive to the needs of persons with disabilities as well as the needs of other
constituencies.
Short -term Strategy ( I - 2 years)
• Ensure facilities include the following features:
• Accessible offices and program spaces;
Adequate and appropriate spaces when administering accommodated exams;
Conference room and training space adequate to accommodate persons who use wheelchairs
and scooters;
Nea rby availability of accf ssible rest room s, water fou nta:ns, elevators or ramps, and corridors;
Adequate accessible parking convenien t to the facility;
Multisensory emergency warning devices.
Long-term Strat<:gy ( 3 - 5 y1-,.ars)
•

Modify existing facilities as needed to further support diverse population needs.

Objective 9 ( Information Technology Sys tems, IMSA Media Services, Information Resource Center, Enrollment and
Acad emic Opportunities):

To provide access to cu rrent and appropriate assistive technology.
Stra t«gy ( I -S yea rs)
• Secure and maintain assistive technology resources suitable to the academic environm ent. Examples of
assistivc technology include assistive listening devices, alternative keyboards and other input devices,
touch screens, large print word processors, note-taking devices, e-text readers, speech-to-text
software, text-to-speech software, closed captioning, predictive text software and screen readers;
•

Inform students, faculty, and staff on the legal and ethical im plications of misuse of these devices as it
pertains to intellectual property, harassment, privacy, and social networks.

Objective IO (Pref essional Field Services, President 's Office, De velopment Offi ce,,Uarketin9 and Communication):
To engage IMSA's extern al con st:itu ents (elementary / midd le school students, teachers, community mem bers) from
all cultural groups, especially those from underrepresented populations, in STEM learning experiences.
Short-term Strategy ( I - 2 years}
• Design and develop enrichment opportunities to expose the State of lllinois U RP students to
STEM ;
•

Create and implement professional development programs to advance STEM education in UR P
groups throughout the State of lllinois.
Long-term Strategy (3 -5 years)
• Establish strategic partnerships with individuals, sch ool districts/educational institution ,
surrounding commu nities, businesses, alumni , civic organization s, and IMSA parent related to
multicultural developm ent.
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Conclusion
The IAISA Div ersity Plan , under the direction of the Multicultural Education Specialist , is an organic document
developed and maintained by the Multicultural Development Comm ittee. Throu gh the establishment of IMSA's
goals, objectives and strategics, this plan furthers IMSA's commitment to an outstanding educational environment;
one that appreciates, affirms, and includ es students, faculty, and staff from a multiplicity of cultural background s,
who have high talent and interest in mathematics and science. The P/bn is the catalyst for a dynamic, tnulti -y1.-.ar
process that requires IMSA's administrative units, student/ residential life, academic departm ents, and external
programs to implement, support, provide resources, and evaluate specific strategics that address
diversity/ multicultural development. The results of these efforts will be docum ented in an annual report and
shared with IMSA community.
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APPENDIX C
2015-16 IMSA Diversity Climate Survey

7
4

75

01 How often do you hear the expression
"That's so gay" or "You're so gay" in
school?
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Q3 How often do you hear these
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Q4 Would you say that homophobic
remarks are made by:
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Q7 When you hear homophobic remarks,
how often has a teacher, residence
counselor or other school staff person been
present?
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QB When homophobic remarks are made
and a teacher, residence counselor or other
school staff person is present, how often
does the person intervene?
Answered: 524 Skipped 12

Always

Most of the
time

Some of the
time

Never

0%

10%

20%

30%

40%

Answer Choices

50%

60%

70%

80%

90% 100%

Responses
22.52%

Afways

118
117

Most of the time
Some of the time

20.
42".

107

Never

34.
73%

182

Total

524

85/ 65

86

Q9 When you hear homophobic remarks,
how often does another student intervene?
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racist remarks from other students?
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Q15 When you hear racist remarks, how
often has a teacher, resident counselor or
other school staff person been present?
Answered: 520 Skipped: 16
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Q16 When racist remarks are made and a
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staff person is present, how often does the
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Q17 When you hear racist remarks, how
often does another student intervene?
Answered: 522 Sk1p1>ed; 14

Always

Most of the

lime

'

So me of the
time

Never

0%

10%

20%

30%

40%

50%

60%

70%

80%

90% 1()()%

Responses

Answer Choices

55

A>Nays
Most of the time

18.77%

98

some of the time

43.30%

226

27.39%

Never

143
522

Total

97 / 65

98

018 How often have you heard
sexist remarks used at school (such as
someone being called a "bitch" or
comments about girls' bodies or talk of girls
being inferior to boys)?
Answered: 523

SkiJ)l)ed: 13

Frequ ently

Often'

Sometimes

Rarely

Never .
0%

10%

20%

30%

40%

Answer Choices

50%

60%

70%

80%

90% 100%

Responses

FrequenUy

14.15-t.

Often

21.99%

115

sometimes

31.55%

165

Rarely

18.36!'.

96

Never

13.96!' .

Total

74

73

523

98 / 65

99

Q19 How often do you hear these sexist
remarks from other students?
Answered: 519 Skipped; 17

FrequenUy

Often -

Sometimes

Rarely

Never 0%

10%

20%

30%

40%

Answer Choices

50%

60%

70%

80%

90%

100%

Responses

FrequenUy

13.49%

70

33.14%

172

93

Often
Sometimes

107

Rarely
14.84!' .

Never

Total

77

519

99 / 65

100

20 Would you say that sexist remarks are
made by:
Answered: 523

Skipped 13

Most of the

students

Some of the

students

A few ofthe

students

None of the
students

0%

10%

20%

30%

40%

Answer Choices

50%

60%

70%

80%

90% 100%

Responses

Most of the students

11.66%

61

Some of the students

38.43%

201

A few of the students

36.33/',

190

Nono of the students

13.58%

71

523

Total

100 /
65

101

21 How often do you hear sexist remarks
from teachers,residence counselors or
school staff?
Answernd: 522 Skipped: 14

Frequently

Olten

I

Sometlmes •
1

Rarely

Never

0%

10%

20%

30%

40%

Answer Choices

50%

60%

70%

80%

90%

100%

Responses

FrequenUy

2.30%

12

Often

1.92-J.

10

Sometimes

10.15-/o

53
135

Rarely

59.77%

Never

312
522

Total

27 / 65

102

22 How often do you hear sexist remarks
in:
Answered: 522

Skipped: 14

I

C
asses
l

-

Hallways

I
I
Bathrooms

-

I
I
Locker Rooms

-

28 I 65

103

•

II
Residence Halls

I
I

•

Buses

I
I
Athletlc Fleld/Gym

I

Cafeteria -

1030 /
65

104

I
II

-

Old Cafe/1508

I
I
Yara/School
Grounds

0%

10%

Frequenuy

20%

Often

40%

30%

Sometimes

Often

Frequently

50%

60%

Rarely

70%

80%

90%

100%

Never

Sometimes

Rarely

Never

Total

21.26°/,
111

29.50%
154

37.74/o

27.17'
/o

27.94%

29.67"1,

4.02"/o
21

7.47"1,

Hallways

4.82-/o

10.40%

25

54

141

145

154

Bathrooms

3.85%
20

4.23%

14.23"o/

18.85%

58.85 /o

22

74

98

306

Locker Rooms

3.28 /o

5.21 /,

15.64%

20.85°/o

ss.02•1,

17

27

81

108

285

Classes

Residence Halls

39

197

519

520

518

28.54"10

7.28%

10.73%

38

56

139

140

149

522

3.08%

3.85%,

10.79%

18.69%

519

520

26.63%

26.82%

16

20

56

97

63.58%
330

Athlet ic Field/Gym

3.27%

6.15°1,

17

32

12.88%
67

21.54"1,
112

56.15%
292

Cafeteria

5.00°/o

9.42"/o

21.73 /,

26.92%

36.92"1,

26

49

113

140

192

Buses

522

1040 /
65

520

105

Old Cafe/1508

3.08%
16

8.86%
46

15.80%
82

21.97%
114

Yare/School Grounds

4.42%
23

5.19%
27

13.&s• .

1
24.81/1

71

129

105 /
65

50.29%
261

519

51.92 .
270

520

106

Q23 When you hear sexist remarks, how
often has a teacher , resident counselor or
other school staff person been present?
Answered: 515

Skipped: 21

Always

Most of the
time

I

Some of the
Ume

Never

0%

10%

20%

30%

40%

50%

60%

70%

80%

90% 100%

Responses

Answer Choices
Always

3.50 .

18

Most of the time

6.99%

36

43.
69%

225

45.834'

236

Some of the time

Never

515

Total

106 /
65

107

024 When sexist remarks are made and a
teacher, resident counselor or other school
staff person is present,how often does the
person intervene?
Answered: S16

Skipped: 20

Always

Most oflhe
time

Some of the
time

Never

0%

10%

20%

30%

40%

Answer Choices

50%

60%

70%

80%

90% 100%

Responses

AJways

18.22%

94

Most of the time

18.99%

98

Some of the time

29.07-J.

150

Never

33.72%

174
516

Total

107 /
65

108

Q25 When you hear sexist remarks, how
often does another student intervene?
Answered: 516

Skipped. 20

A
ways
l

Most of the

time

I

Some of he
time

Never

0%

10%

20%

30%

40%

Answer Choices

50%

60%

70%

80%

90% 100%

Responses

l>Jways

8.33%

43

Most of the time

12.60%

65

Some of the time

45.54%

235
173

Never
Total

516

34 / 65

109

026 How often have you heard comments
about students not acting "masculine"
enough?
AnswNed: 517 Skipped: 19

Frequently

Often .

Sometimes

Rarely -

Never

0%

10%

20%

30%

40%

Answer Choices

50%

60%

70%

80%

90% 100%

Responses

Frequently

7.16%

Often

9.28%

Sometimes

28.63%

148

Rarely

23.
02%

119

Never

31.
91%

Total

37
48

165
517

35 / 65
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Q27 How often have you heard comments
about students not acting "feminine"
enough?
Answered: 516 Skipped: 20

Frequently

Often .
Sometimes

Rarely
Never

0%

10%

20%

30%

40°/o

50%

60%

70%

80%

90%

100%

Responses

Answer Choices

4.26%

FrequenUy

6.98%

Often

22
36
102

Sometimes

Rarely

28.10%

Never

40.89%

145
211
516

Total

110 I
65

111

Q28 How often do you hear these kinds of
remarks from other students?
Answered:513

Skipped:23

Frequently

Often .

Sometimes

Rarely

Never

0%

10%

20%

30%

40%

Answer Choices

50%

60%

70%

80%

90%

100%

Responses
4.68•/o

24

Often

9.16-Jo

47

Sometimes

28.65%

147

Frequently

Rarely

144

29.43-/o

Never

Total

151
513

111 I
65

112

Q29 Would you say these kind of remarks
are made by:
Answered: 514

Skipped: 22

Most of the
students

Some of the
students

'

A few of th
e

students

None of the
students

0%

10%

20%

30%

40%

Answer Choices

50%

60%

70%

80%

90% 100%

Responses

Most of the students

5.849o/

Some of the students

22.9&'J'

118

A few of the students

43.19o/

222

None of the students

28.
02%

144

Total

30

514

112 /
65

113

030 How often do you hear these kind of
remarks from teachers, residence
counselors or school staff?
Answered: 514

Skipped: 22

Frequently

Often

I

Sometimes

'
Rarely

Never

0%

10%

20%

30%

40%

Answer Choices

50%

60%

70%

80%

90% 100%

Responses

Frequently
Otten

45

Sometimes
22.
76•/o

Rare y

Never

117
338

Total

514

113 /
65

114

031 How often do you hear these kind
of remarks in:
Answered: 514

Skipf)ed: 22

I
I
Classes -

I
I
Hallways -

I
I
Bathrooms

I
I
Locker Rooms

-

40 / 65

115

I

-

Residence Halls -

I
I
Buses

I
I
Athletic
Field/Gym

_.

I
I
Cafeteria

115 /
65

116

I
I
Old Cafe/1508

I
Yare/School
Grounds

•
0%

10%

FrequenUy

30%

20%

Often

Frequently

Classes

Hallways

40%

Sometimes

Often

50%

Rarely

70%

60%

Sometimes

Rarely

4.68%

16.37-/o

15

24
5.85%

90%

100%

Never

2.92"/,

2.73%

80%

Never

Total
51.66%

84

24.37°/o
125

18.52°/o

27.10-/o

45.81%
235

265

14

30

Bathrooms

2.15%
11

2.54%

13

68

102

318

Locker Rooms

3.13%

3.33%

13.31°/o

20.74,.,

59.49-J,

16

17

68

106

304
39.57°/o

Residence Halls

95
13.28-Jo

139
19.92.,,,

6.24%

21.05°/o

28.65%

32

108

147

Buses

2.93'/,
15

1.56%

10.74%

65.82'
/o

8

55

18.95%
97

Athletic Field/Gym

3.14'/o

3.14%

13.14%

20.00%

60.59%

16

16

2.73%

4.69 /o

14

24

116 /
65

67
16.99%

87

513

62.11-J,

4.48-Jo
23

Cafeteria

513

203

337

102

309

23.24%

52.34%

119

268

512

511

513

512

510
512

117

Old Cale/1508

Yare/School Grounds

2.54%

1.95%

13

10

2.35%

2.16%

12

11

117 /
65

14.84%
76

11.76%

60

23.24•/,

57.42 /o

119

294

25.49-Jo

58.24.,,,

130

297

512

510

118

Q32 When you hear these remarks, how
often has a teacher, resident counselor or
other school staff person been present?
Answered: 504

Skipped: 32

Always

Most of the
time

I

Some of the
time

Never
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80%

90% 100%

Responses

Answer Choices
AJways
Most of the time
Some of the time
Never

3.97%

20

6.15%

31

38.49"/o

194

51.39%

259
504

Total

118 /
65

119

033 When these remarks are made and a
teacher, residence counselor or other
school staff person is present, how often
does the person intervene?
Answered: 507

Skipped: 29

Always

Most of the
time

Some of the
t me

Never

0%

10%

20%

30%

40%

Answer Choices

50%

60%

70%

80%

90% 100%

Responses

Always

14.60%

74

Most of the time

15.58%

79

Some of the time

27.61%

140
214

Never
Total

507

119 /
65

120

Q34 When you hear these remarks, how
often does another student intervene?
Answered: 506

Skipped 30

Always

Most of the
time

Some of the

time

Never
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50%

60%

70%

80%

90% 100%

Responses

Answer Choices

8.70"/,

44

Some of the time

33.79%

171

Never

46.25%

234

Nways

57

Most of the time

506

Total

120 /
65

121

Q35 In the past month,how many times
have you skipped class because you felt
uncomfortable or unsafe in that class?
Answered: 510

Skipped: 26

O tlmes

1time

I

2or3t mes

4or 5 times

6 or more times

I
0%

10%

20%

30%

40%

Answer Choices

50%

60%

70%

80%

90% 100%

Responses

O times

96.47%

1 time

0.98-J.

2 or 3 times

1.37"/,

4 or S limes

0.20!' .

6 or more times

0.98-J.

492

510

Total

121 /
65

122

Q36 In the past month, how many days
have you felt unsafe in your residence
halls?
Answered: 508

Skipped: 28

O days

1day

I

2 or3 days

4or 5 days

6 or more days

I

I
0%

10%

20%

30%

40%

Answer Choices

50%

60%

70%

80%

90% 100%

Responses

O days

86.61 0

1 day

5.12%

26

2 or 3 days

4.72%

24

4 or 5 days

0.98°/o

6 or more days

2.56eJo

Total

440

13
508

122 /
65

123

037 Do you feel unsafe at school because
of...(check all that apply):
Answered: 118

Skipped: 418

Your sexual
orientation
Your race or
ethnicity

Your gender

How you
express w;>ur•..

Your religion

Because of a
disability o...

Tha
colorof
your skinIn...
0%

-

10%

30%

40%

50%

60%

70%

80%

90% 100%

Answer Choices

Responses

Your sexual orientation

28.
81%

34

Your race or ethnicity

39.83%

47

Your gender

34.75-t.

41

How you express your gender (how traditionally masculine·or -reminine· you arei
n appearance,or in how you act)

27.97%

33

Your religion

29.66%

35

11.86%

14

22.aa;
•.

27

Because of a disabi
lity

°' because people think you have a disability

The color of your skini
n terms of •dark• or •light• skin (regardless of race)
Total Respondents:118

#

Other (please specify)

Date

I'm fine.

2/2912016 10:08PM

Nothing

2/29/2016 10:
00 PM

The only thing ifeel unsafe about is speaking because everyone i
s so sensitive about so many thi
ngs that feelsl
ike i

2/2812016 10:18 PM

cant express myself comfortably withoot offending someone.Ijus t feel bad abOIJt what i58Y and ihave identityI
ssues
because Ifeel ike whatever isay will somehow offend someone and ireally donl intend to

none

2/2512016 10:11 PM

5

rumors of me

2/2412016 10:11 PM

6

My height.

2/2412016 10:06 PM

123 /
65

124

I find the males especially aggressive with their comments and sometimes their physical actions. Ialso find the people
very unaccepting ol Christianity and consistently cal ng me stupid for what Ibel eve i
th students and teachers
alike.

2/24/2016 4:40 PM

8

others sexualhabits

2/24/2016 1:44 PM

9

People confuse my racelethnicity often, and stick to it even after I explain it to them.

2/23/2016 10:12 PM

10

noth ng really

2/23/2016 10:08PM

11

People judge me for being whi e and assume i'm racist because of it ( cough• •cough• MSA •cough• •cough")

2/23/2016 10:07 PM

12

People mess wilhthe room

2/23/20 16 10:07 PM

13

My face

2/23/2016 10:06 PM

14

None of the above Something not related

2/22/2016 11
:
35 PM

15
16

2/22/201610: 14 PM

No

'm asian
I

2/22/201610:14 PM

17

NEVER

2/22/2016 10:12 PMI

18

Hair color

2/22/2016 10:11PM

19

While Iam LGBTO+,IMSA tendsl
o do well with that You could estimate thal 40% of IMSA is LGBTO+, so irs easyl
o
find safe spaces. It's not like my old school

2/21/2016 10:22 PM

20

Ifeel safe kl my school

2/21/2016 10:22 PM

21

People shit on my life because I'm a living meme. Ialso like shitting on my good buddy 51.

2/21/2016 10:10 PM

22

My name

2/21/2016 10:07 PM

23

None

2/21/2016 10:07 PM

24

My issues are not immediately obvious & people frequently do not take them seriously.

2/19/2016 4:36 PM

25

my personality.

2/19/2016 1:16 PM

26

Some people inmy wing are known to be aggressive and tikely to be ent if upset.

2/18/2016 10:15 PM

27

Current romantic relationship

2/17/2016 10:12PM

28

My roommate's a bitch

2/17/2016 10:10PM

29

Simply the way I act . I'm a liltle more socially awkward

2/17/2016 10:10PM

30

weight

2/16/201610:16 PM

31

being a smal little sophomore

2/16/201610:10 PM

32

IMSAi
s a safe place.Although students may occasionally use offensive slurs or terms.lam proud of the fae1 that
other students and/or staff atways potitely intervene. Ieven consider IMSA to be as safe as my home, where students

213/2016 10:19PM

33

N/A

213/2016 10:14 PM

34

I doni feel unsafe at schoot

213/2016 10:13 PM

35

None

213/2016 10:10 PM

36

Not being popular enough.

1/31/2016 10:29 PM

37

n/a

1/31/2016 10:25PM

50 / 65

125

Q38 In the past year, how often have you
been verbally harassed (name calling,
threats, etc.) at school because of:
Answered· 508

I
I
Your sexual
orientation?

II
I
I
Your race or
elhnlclty?

I
I

Your gender?

Ill
I
I
How you
express your.
.

125 /
65

Skipped: 28

126

SurveyMonkey

•

IMSA Diversity Climate Survey

I
I
I
II

Your religion?

I
I
Because of a

disability o..

I

The color of
your skin In ...

I
I

Ill
0%

10%

Frequently

20%

•Olten

30%

40%

•
Somemes

50%

•
Rarely

60%

80%

Often

Sometimes

1.18%

2.
76%
14

6

126 /
65

100%

•
Never

FrequenUy

Your sexual orientation?

90%

70%

Rarely

Never

6.51%

87.57%

33

444

Total

507

127

fMSA Diversity Climate Survey

Survey Monkey
2.76 .
14

3.75%
19

6.90%
35

16.17%
82

7D.4W,
357

507

Your gender?

2.18%
11

1.78 4
9

7.52%
38

9.114
46

79.41%
401

505

How you express your gender (how traditionally·
masculine• or "feminine·you are in
appearance, or in how you act)?

2.179/,

4.55 !.

11

1.98'
/,
10

23

10.08/,
51

81.23.,,,
411

506

Your religion?

2.37'
/o
12

0.99 .
5

5.93'/,
30

8.709/,
44

82.02'/,
415

506

Because of a disability or because people think youhave a disability?

1.38%
7

1.194
6

1.98'
/,

10

4.15 .
21

91.30%
462

506

The color of your skin In tenns of "dark" or "light" skin (regardless of race)?

2.77%
14

1.584
8

4.55%
23

7.92%
40

83.17%
420

505

Your race or ethntcity?

53 / 65
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039 In the past year, how often have you
been physically harassed (shoved, pushed,
spit on,etc.) at school because of:
Answ.red· 506 Skipped· 30

I
Your sexual

orientation?

I
I
I
Your raceor
ethnicity?

I
I
I
Your gender?

I
I

I
How you
express your...

128 /
65

129

I

I
I
Your religion?

I

Because of a

disability o..

I

The color of
your skin In.
..

I
I
I
0%

10%

Frequentty

20%

Often

30%

40%

Sometimes

50%

60%

Rarely

Frequently
Your sexual orientation?

70%

90% 100%

Never

Often

98%
.
1
0.20%
10

129 /
65

80%

Sometimes

Rarely

Never

2.37%

1.98%
10

93.48%
473

12

Total

506

130

Your race or ethnicity?

1.78-t.

0.40%

9

2

Your gender?

0.991t/,
5

0.79/,

How you express your gender (how traditionally •masculine" or "feminine• you are in
appearance.or in how you act)?

1.191t/,

Your religion?

2.17%
11

2.17%
11

93.48%
473

506

4

2.57'
/,
13

1.58/' ,
8

94.06/,
475

505

0.20 /o
1

2.18%
11

2.n•;.
14

93.&&Y,

1.19'/,
6

0.79%

1.39%
7

1.79Y,

94.84'1,
478

504

Because of a disabiity or because people think you have a disability?

0.99%
5

0.60%
3

1.79'1,

2.18%
11

94.44%
476

504

The color of your skin interms of "dark" or "ltght" skin (regardless of race)?

1.39 /,

0.60%
3

1.19/,

2.58/' ,
13

94.25%
475

504

6

7

130 /
65

9
6

9

473

505

131

Q40 How often have you had mean rumors
or lies spread about you in school?
Answered: 510

Skipped. 26

Frequently

Sometimes

Rarely

Never

0%

10%
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40%

50%

60%

70%

80%

90% 100%

Responses

Answer Choices
Frequently

4.71%

24

Often

5.&9•!.

29

Sometimes

17.84%

91

30.20%

154

Rarely

212

Never
Total

510

131 /
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Q41 Below is a list of terms that people
often use to describe their sexuality or
sexual orientation. Please check all those
terms that apply to you.
Answered: 435 Sk1ppftd: 101

Gay

Lesbian

I

BlsexualJPansex

ual

Stralght/Hotero
sexual

Queer .

Questioning

0%

10%

20%

30%

40%

50%

Answer Chcu

60%

70%

90% 100%

Responses

Gay

7.36%

32

Lesbian

2,99•1.

13

Bisexual/Pansexual

1402%

61

StraighVHeterosexuel

77.93/,

339

7
13%
.

Queer

31

13.10-t.

Questioning

57

Total Respondents:435

#

3

6

f none of these terms apply to you, please tell us how you describe your sexuality or sexual orientation:
I

Date

I'm stra
ght/heterosexual,but fantasize about dom
i
i
nant women.

3/2/2016 12:35PM

Okay.

2/29/2016 10:14PM

AsexuaVAromantic

2129/2016 10:07PM

Also asexual

2/29/2016 4:22 PM

\te haven't solidified anything yet,regarding my sexuality or sexualorientation.
l

2128/2016 10:40 PM

Aromantic Asexual

2/2512016 10:13PM

132 /
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Iam straighl

2125/2016 10:10 PM

Asexual Panromantic

2124/20 16 9:04 PM

I understand that this survey has goodl
n entions bot by conslanlly bringing up that we are different from each other, us

2124/20161 53 PM

students start to notice these differences more. So what if somebody is gay? No one at sdloot that Iknow of is super
homophobic. This diversity stuff is bullshit, by asking us wither we are Latino at the end of every damn survey creates
a barrier. You make the under represented kids feel like they didn't get into lmsa based on merit and they were only
accepled based onl
heir skin color as an effort to fulfill diversily.
10

I'm heterosexual

2124120161
53 PM
:

11

Female

2123/2016 10:10 PM

12

(Heteroromantic/Stratght) Asexual

212212016 11:39 PM

13

IOC

212212016 10:16 PM

14

I'm heterosexual

212212016 10:13PM

15

straight

212212016 10:10 PM

16

Gray-aromantic pa sexual.

212112016 10:23PM

17

Oemise)(ual, Asexual, Polysexual, and Greyscale (you left these ones out an they're pretty popular)

212112016 10:20 PM

18

Asexual

2121/2016 10:18 PM

19

asexual

212112016 10:18PM

20

I prefer using the Kinsey scale

2121/20 16 10:17PM

21

heterosexual

2121/201610:17 PM

22

also asexual

2121/2016 10:14 PM

23

Ace:Gray Ac,,

2121/201610:12 PM

24

I am everything and everyone

2121/2016 10:12 PM

25

I sexually identify as an apache attack helicopter

21211201610:11 PM

26

demi/asexual

2121/201610:10 PM

27

Asexual-spectrum and aromantic·spectrum

2121/201610:10 PM

28

asex

2121/2016 10 09 PM

29

Asexual

2121/2016 10 08 PM

30

Straight

2121/2016 10 07 PM

31

Potyamorous

2/18/201610:
17 PM

32

Type C asexual-inlerosled in sex, but not relationships.

2/18/201610:
14 PM

33

unicom

2/18/201610 09 PM

34

Asexual or graysexual

2/ 18/2016 1008 PM

35

Demi.romantic(?)

2/ 1712016 10:15 PM

36

Asexual

2/17/2016 10:12PM

37

I would describe my sexuality as demlsexual.

2/17/2016 10:11PM

38

Heteromantic

2/17/2016 10:09PM

39

Asexual, Aromantic

2/ 1712016 10:06 PM

40

Heterosexual

2/1712016 10:14AM

41

Asexual

2/1612016 10:13 PM

42

i like Japanesegir1s

21912016 10:14 PM

43

Iam attracted to the opposite sex.

2/3/201610:16 PM

44

Straight

2/312016 10:14 PM
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45

I'm straight, but I have a girtfriend.But I don't actually like girts,but I really like her.And its hard to understand but

1/3112016 10:47 PM

yeah.
46

Asexual

113112016 10:32 PM

60 / 65
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Q42 Below is a list of terms that people
often use to describe their gender. Please
check all those terms that apply to you:
Answered· 484

Skipped:52

Male

Female

Transgender

Transgender
Mal&-to-Female

Transgender
Female-to-Male

I
I

Non-Binary

Gender
Queer/Gender...

I
0%

10%

20%

30%

40%

50%

60%

Answer Choices

70%

80%

90%

100%

Responses

Male

47.31!.

229

Female

52.07%

252

Transgender

2.48%

12

Transgender Male-to-Female

1.86%

Transgender Femal
e-to-Male

2.48%

12

Non-Binary

4.13%

20

Gender Queer/Gender Fluid

3.101
•.

15

Total Respondents: 484

#

3

f none of these terms apply to you,please tell us how you would describe your gender:
I

Date

Okay.

2/2912016 10:14 PM

male

2/22/2016 10:10 PM

S1raigh1male

2/22/2016 10:
08 PM

Transmasculine Gender Fluid

2/2 112016 10:
23 PM

5

0on·1worry about ii

2/2112016 10:12 PM

6

Iidentify as a female transgressive meme.

2/2 1/2016 10:11 PM

It's not none of those,but a darificattOn: demi-gir1, only kind of a gir1but not realty.it's weird.

2/2112016 10:10 PM

135 /
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unncom

2118/2016 10:09 PM

I'm questioning, idk whether i'mfull on female .

211812016 10:08 PM

10

agender woman

2117/2016 10:10PM

11

Transmasculine Drag Queen

2116/2016 10:13 PM

12

Questioning.

2116/2016 10:12PM

13

i lift

2/9/2016 10:14PM

8

136 /
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Q43 Hispanic or Latino/a? Are you a
person of Cuban, Mexican, Puerto Rican,
South or Central American, or other
Spanish culture or origin, regardless of
race?
Answered; 487 Sk1p1>ed: 49

Yes

No

0%

10%

20%

30%

40%

Answer Choices

50%

60%

70%

80%

90%

100%

Responses

Yes

8.83%

No

91.17%

Total

43
444
487
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044 What is your race? Please check all the
terms that apply to you.
Answered: 481

Skipped: 55

American Indian
or...

Asian - A person
havln
••
.

Black or

African
.
.

'

I

Native

Hawaiian or...

White - A person
havln...

0%

10%

20%

30%

40%

SO%

60%

70%

80%

90% 100%

Answer Choices

Responses

American Indian or Alaskan Native • A person having originsi
n any of the original peoplos of North and SouthAmerica (inc uding Cenlral America), and

3.95%

19

who maintains a tribal affi iation or community attachment

48.8 6°/.

235

Asian - A person having originsi
n any of the original peoples of the Far East. Southeast Asia, 0< thel
nd ansubcontinent including for example.
cambodia, China. ndia, Japan,Korea.Malaysia, Pakistan.the Philippinel$1ands,Thai and.and Vietnam.
Black or African American· A person having origins in any of the black racial groups of Africa.

8.94% 43

Native Hawai an or other Pacific Islander - A person having originsin any of the original peoples of Hawaii.Guam, Samoa, or other Pacific Islands.

1.46%

47.61%
Whi e - A person having origins i
n any al !he original peoples of Europe, Middl
e East, or North Africa.

Total Respondents:48 1

138 /
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139

Q45 What is your grade?
Answered: 507

Skipped 29

Sophomore

Junior

Senior

'
0%

10%

20%

30%

40%

Answer Choices

50%

60%

70%

80%

90% 100%

Responses
34.
7 1%

Sophomore

176
177

Junior
30.
37%

Senior
Total

154
507
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APPENDIX D
2015-16 IMSA 2022 Impact Goals & Priority Outcomes Curriculum Research Team
Quality Improvement Survey

141
Please read the question and answer appropriately.Remember, this survey is complete voluntary and in the interest of
Quality Improvement (QI).
Thank you in advance for your participation.
There are 180 questions in this survey

Demographics
1(01 G]

You are an RC in:
Please choose only one of the following:

0 1501A, 16010, 1504, 1505,or 1507
0 15018,1501C, 1502, 1503, or 1506

--- - ---2 (02 R]How do you describe yourself:
Please choose all that apply:

D

Indigenous American or Alaska Native

D Hawaiian or Other Pacific Islander
D Asian or Asian American
D Black or African American
D Latino, Chicano, or Hispanic
D Caucasian
(check all that apply):

l

142

LimeSl6Vey -

3131/2016

4 [04 E]
Prior toI
MSA, years of implementing curriculum with teenagers:
Please choose only one of the following:

00
0 <1
0 1-2
0 2+

5 [05 E]How long have you been an RC?

'

Please choose only one of the following:

'

O First year
0 1-2 years
0 2-3 years
0 3+ years

------ --6 [06 CET]How many stipend positions have you held in 2015-16?
Please choose only one of the following:

O o

I

O1

02

L

-------- ------ --- --

7 [07 CET]How many stipend positions have you held prior to 2015-16?
Please choose only one of the following:

0 0
01

02
03
04
0 5+
tttps:
//st1vey.imsaeru'limest1vey/acrn irlaan inprp?action=shc>Nprirlablest1vey&sicl=6S688

2166
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LimeSl.fVey •

Y.31/2016

8 [08 ET]
How many non-stipend coaching positions have you held in 2015-16?
Please choose only one of the following :

0

0

01

02
0 3+

9 [09 ET]
\

How many non-stipend coaching positions have you held prior to 201516?
Please choose only one of the following:

0 0
01

_J

I

02
0 3+

--- ---- -- ------- --10 [10 ET]

How many non-stipend club sponsor positions have you held in 2015-16?
Please choose only one of the following:

0 0
01

02
0 3+

tt1ps1
/sl.fVey.imsaeciilimesl.fVey/actnir.'actni
nl)ll)?action=stn.vpr irlablesl.fVey&s id=68688

J
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3131/2016

LimeSlfVey -

ht1ps://s1.rvey.imsaew'limeslfVey/a<tn irvactninptp?action= showprintables1.rvey&sid=6B688

4166
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Diversity
12 [12 GPQR]

How often do you address issues concerning diversity?
Please choose the appropriate response for each item:
Please choose only one

O No opinion
1 A lmost never
2 Seldom
3 Occasionally
4 Often
5 Quite often
6 Nearly always

0
0
0
0
0
0
0

13 [13 ET]How clearly do you understand the IMSA Board-approved diversity
plan?
Please choose the appropriate response for each item:
Please choose only one

0
0
0
0
0

O No opinion
1 A lmost no
understanding
2 Uncertain
3 Fair understanding
4 General
understanding
5 Comprehensive
understanding
6 Fluent
understanding

0
0

14 [14 ET]Agree or disagree: Ifeel Iunderstand my ability to implement the IMSA
Board-approved diversity plan.
Please choose the appropriate response for each item:
Please choose only one
No opinion
1strongly disagree
2 disagree
3 slightly disagree
4 slightly agree
5 agree
6 strongly agree

0
0
0
0
0
0
0

https://su-vey.imsaeciil mesu-vey/a<tn irlmin.prp?action= shoNprinlablesu-vey&sicl=68688

5166
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15 [15 ET]Agree or disagree: It is difficult for me to create time/ space for
programs requested by the Administration.
Please choose the appropriate response for each item:
Please choose only one

0
0

No opinion
1strongly disagree
2 disagree
3 slightly disagree
4 slightly agree
5 agree

0
0

0
0
0

6 strongly agree

16 [16 T]Agree or disagree: It is difficult is it for me to 'create time/space for' the
Peer Multicultural Educators to come into your wing and do a program.
Please choose the appropriate response for each item:
Please choose only one
No opinion
1 strongly disagree
2 disagree
3 slightly disagree
4 slightly agree
5 agree

0
0
0
0
0
0

6 strongly agree

0

J

17 [17 E]

Which of the options below would best correlate to the term "workingknowledge" or "understanding"?
Please choose the appropriate response for each item:
Please choose only one
O have no opinion
1almost no
understanding
2 uncertain
3 fair understanding
4 general
understanding
5 comprehensive
understanding
6 fluent
understanding

tttps:/lsu-vey.imsa.edrlimesu-vey/acrn ir/0011in.pt-p?action=st-oNpr irlablesu-vey&sid=68688

0
0
0
0
0
0
0

6166
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LimeScrvey -

3/31/2016

[ 18 (18 E]
Agree or disagree: Ifeel I possess a "working-knowledge" of positionality.
Please choose the appropriate response for each item:

Please choose only one

0
0
0
0
0
0
0

O have no opinion
1 strongly disagree
2 disagree
3 slightly disagree
4 slightly agree
5 agree
6 strongly agree
\--

------ -----

,

J

19 (19 GPQR]How often do you consider your positionality when involving
yourself in student development?
1
Please choose the appropriate response for each item:

Please choose only one

I

0
0
0
0
0
0
0

O have no opinion
1almost never
2 seldom

3 occasionally
4 often
5 quite often
6 nearly always

20 (20 GPQR]
How often do you consider your positionality when developing programs?
Please choose the appropriate response for each item:

Please choose only one
O have no opinion
1almost never
2 seldom
3 occasionally
4 often
5 quite often
6 nearly always

0

0
0
0
0
0
0

tttps://si.rvey.imsaed>'Iimesi.rveylaanIrlactn in.pt-p?actiorF showprirtablesi.rvey&si
d=68688

7/fl3
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LimeSu-vey -

3131/2016

21 [21 GPQR]
How often do you consider your positionality when facilitating programs?
Please choose the appropriate response for eachitem:
Please choose only one

0

O have no opinion

0

1 almost never
2 seldom
4 often

0
0
0

5 quite often
6 nearly alw ays

0
0

3 occasionally

22 [22 E]
Agree or disagree: Ifeel Ipossess a "working-knowledge" of microaggressions.
Please choose the appropriate response for each item:
Please choose only one

0

O have no opinion
1strongly disagree

0

2 disagree
3 slightly disagree

0

0
0
0
0

4 slightly agree

5 agree
6 strongly agree

23 [23 GPQR]
Agree or disagree: Ifeel Iwould recognize a micro-aggression if Iheard one
directed at me.
Please choose the appropriate response for each item:
Please choose only one

O have no opinion
1 strongly disagree

2 disagree
3 slightly disagree
4 slightly agree

5 agree
6 strongly agree

0
0

0
0
0
0
0

t1tpsJ/s'6Vey.imsaeci>'limesu-vey/actn in'actninpl'p?action= sho.vprirdables'6Vey&sid=68688

8166
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UmeSllVey -

3131'2016

24 [24 GPQR]
Agree or disagree: Ifeel Iwould recognize a micro-aggression if Iheard one
directed at a student.
Please choose the appropriate response for each item:
Please choose only one

0

O have no opinion
1strongly disagree

0

2 disagree
3 slightly disagree

0
0

4 slightly agree

0
0
0

5 agree
6 strongly agree
!._

r 25 [25 EGPQR]

_

-

- -- -

Agree or disagree: Ifeel Iunderstand an appropriate response to hearing a
micro-aggression addressed at a student.
Please choose the appropriate response for each item:
Please choose only one

0
0
0
0
0

O have no opinion
1strongly disagree
2 disagree
3 slightly disagree
4 slightly agree
5 agree
6 strongly agree

0

0

L
26 [26 EGPQR]

Agree or disagree: I am comfortable implementing an appropriate response to
hearing a micro-aggression addressed at a student?
Please choose the appropriate response for each item:
Please choose only one
O have no opinion
1 strongly disagree
2 disagree
3 slightly disagree
4 slightly agree
5 agree
6 strongly agree

0
0
0
0
0
0
0

httpsJ/strvey.imsa.ec1>'1imestrvey/acm irla'.111 inptp?action= shcwpr iriablestrVey&sid=68688

9166
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LimeSl6Vey -

27 [27 E]

Which of the options below would best correlate to the term "working-

r

knowledge" or "understanding"?
Please choose the appropriate response for each item:

Please choose only one
O have no opinion
1 almost no
understanding

0
0

2 uncertain

0
0

3 fair understanding
4 general
understanding
5 comprehensive
understanding
6 fluent
understanding

0
0
0

28 [28 EGPQR]

Agree or disagree: Ifeel Ipossess a "working-knowl edge" of implicit bias.
Please choose the appropriate response for eachitem:

Please choose only one

0
0
0
0
0
0
0

O have no opinion
1strongly disagree
2 disagree
3 slightly disagree
4 slightly agree
5 agree
6 strongly agree

:

onl
on

https:
//s<1vey.imsaedilimes<1vey/acm irvacm in.ptp?action=showpr irtables<1vey&sio=68688

10.al
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LimeSllV0'/ -

each
only
strongly
3
4
5
6 strongly

31 (31 EGPQR]

Agree or disagree: Ifeel Iunderstand an appropriate response to observing
implicit bias as a third party.
Please choose the appropriate response for each item:
Please choose only one
O have no opinion
1strongly disagree
2 disagree

0
0
0

3 slightly disagree
4 slightly agree

0
0

5 agree

0
0

6 strongly agree

32 (32 EGPQR]

Agree or disagree: Iam comfortable implementing an appropriate response to
observing implicit bias as a third party.
Please choose the appropriate response for each item:
Please choose only one
O have no opinion
1 strongly disagree
2 dis agree
4 slightly agree
5 agree
6 strongly agree

0

3 slightly disagree

l

0

0
0
0
0
0

https:
//st1vey.imsaeciilimesllv0'f/ad'ni
nla<tni
nJ>'1>?action= shoNprirtablest1v0'f&sid=6a688

11166
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LimeSLrVey -

33 (33 EGPQR]
How often do you find yourself implementing methods to reduce implicit bias?
Please choose the appropriate response for each item:

Please choose only one

0
0
0
0
0
0
0

O have no opinion
1almost never
2 seldom
3 occasionally
4 often
5 quite often
6 nearly always

34 (34 PRSU]
Agree or disagree: Iknow which children in my wing, if any, participated in the
PROMISE Program prior to enrolling at IMSA.
Please choose the appropriate response for each item:

Please choose only one
O have no opinion
1strongly disagree
2 disagree
3 slightly disagree
4 slightly agree
5 agree
6 strongly agree

0
0
0
0
0
0
0

disagree
gree

trongly

ht1ps://s1.t:vey.msa.edilimes1.t:vey/a<tnirlactn in.prp?action=showpr irtables1.t:vey&sid=68688

12166
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Lim eStrvey -

7 [37 Q]
gree or disagree: I know which children in my wing, if any, have self-identified as
LGBTQ.

38 [38 GPQR]
Agree or disagree: Ifeel comfortable in addressing identity issues at a moment's notice
with my students.
Please choose the appropriate response for each item:
Please choose only one
O have no opinion

0

1 strongly disagree

0

2 disagree
3 slightly disagree

0
0
0

4 slightly agree
5 agree

l

6 strongly agree

0
0

https://strvey.im saedilim estrvey/a<tn irl.rln in.prp?acticn= soo.vprirtablestrvey&s id=68688

13166
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LimeSLIVey -

9 [39 EQ]How well do you understand the resources available to LGBTQ
students at IMSA?
Please choose the appropriate response for each item:

l

Please choose only one

0
0
0
0

O No opinion
1Almost no
understanding
2 Uncertain
3 Fair understanding
4 General
understanding
5 Comprehensive
understanding

0
0

& Fluent

0

understanding

41 [41 GPQRU]
How often do you express your confidence the success of an individual
student from an under-represented population?
Please choose the appropriate response for eachitem:

Please choose only one
O have no
opinion 1
almost never
2 seldom
3 occasionally
4 often
5 quite often
6 near1y always

t'l;tps://s\.fvey.imsaedilimes\.fvey/actnin'aanin.pt-p?acticrFshaNpr irlables\.fvey&sid:68688

14.e,

155

42 [42 GPQRTU]Please place these in rank order of the most to the least important,
by putting the position (1-5) against each of the following statements, number one
being the most important and number 5 being the least important:
Please number each box inorder of preference from 1 to 5

RCs should be provided with programs that develop racial, ethnic,and cultural sensitivity RCs
should participate in programs aimed at diversity and identity during training
RCs should have pre-arranged dedicated windows of time to implement diversity and identity
programs

D
D

RCs should have training to deconstruct their own racial/cultural/gender/sexual -identities
RCs should

'

attend

as many celebratory

'
cultural

events inthe mainbuildi ' their schedule
ng as

allows

43 [43 EGPQRSU]How do you engage under-represented population students as
stakeholders inI
MSA?
Please write your answer here:

t'ltps ://su-vey.imsaedu'limesu-vey/ad'n ir>'ad'n in.ptp?action= sho.vprintablesu-vey&si d=68688

15166
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Student Development

---- -----44 [44 E]
Which of the options below would best correlate to the term "workingknowledge or understanding"?
Please choose the appropriate response for each item:

Please choose only one
1 almost no
understanding
2 uncertain

0
0
0

3 fair understanding

0

4 general
understanding

0

no opinion

5 comprehensive
understanding
6 fluent
understanding

0
0

45 [45 DE]Agree or disagree: Ifeel Ipossess a "working-knowledge" of student
development theory.

1

Please choose the appropriate response for each item:

Please choose only one
O no opinion

0

1 strongly disagree
2 disagree
3 slightly disagree

0

4 slightly agree
5 agree
6 strongly agree

0

0
0
0
0

https //stxvey.imsaedilimestxvey/aan irlactnin.p'"p?aclion= showprintablest1vey&si 6B688

16/66
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46 [46 DE]Agree or disagree: As an RC, it is my duty to ensure that my students
change during the school-year .
Please choose the appropriate response for each item:
Please choose only one

0

O no opinion
1strongly disagree
2 disagree

0
0

3 slightly disagree

0

4 slightly agree
5 agree
6 strongly agree

0
0
0

_J

47 [47 D'E]Agree or disagree: 'As an RC, it is my duty' to ensure that my stu'dents
obtain growth during the school-year.
Please choose the appropriate response for each item:
Please choose only one

0
0
2 disagree
0
3 slightly disagree
0
4 slightly agree
0
5 agree
48 [48 DE]Agree or disagree: As an RC, it 0
is my duty to ensure that my students
6 strongly agree
0
O no opinion
1 strongly disagree

I

go through a process of development during the school-year.
Please choose the appropriate response for each item:
Please choose only one
O no opinion
1 strongly disagree
2 disagree
3 slightly disagree
4 slightly agree
5 agree
6 strongly agree

0
0
0
0
0
0

0

hl1ps://scrvey.imsaedilimescrvey/edn ir(a:rn inprp?actim:showprimiblescrvey&sid=60088

17166
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49 [49 DEGPQR]While executing the duties of your position, how often do you find
yourself interpreting the interpersonal and identity development of students?
Please choose the appropriate response for each item:
Please choose only one

0
0
0
0
0
0
0

O no opinion
1 almost never

2 seldom
3 occasionally
4 often
5 quite often
6 nearly always

I

lso

\

\

\

\

[50 DES]Agree or disagree: Ifeel Iam able to assess whether my students-

re developing

competence.

1

Please choose the appropriate response for each item:
Please choose only one
O no opinion
1 strongly disagree

0

2 disagree

0
0
0
0
0

0

3 slightly disagree
4 slightly agree
5 agree
6 strongly agree

1[51 DE]Agree or disagree: Ifeel Iam able to assess whether my students
manage their emotions.
ease choose the appropriate response for each item:
Please choose only one
O no opinion
1 strongly disagree
2 disagree

l

3 slightly disagree
4 slightly agree
5 agree
6 strongly agree

0
0
0
0

0

0
0

https:/lscrvey.imsaedu'limescrvey/actn irvactn in.flll)?action=showpri
nlablescrvey&sicl=6B688

18,ISS
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52 [52 DES]Agree or disagree: Ifeel I
am able to assess whether my students are
moving through autonomy towards interdependence.
Please choose the appropriate response for each item:
Please choose only one

0
0
0
0
0
0
0

O no opinion
1 strongly disagree
2 disagree
3 slightly disagree
4 slightly agree
5 agree
6 strongly agree

53' [53 DE]Agree or disa'gree:I
feel
am able 'to assess whether my 'students are
developing mature interpersonal relationships
Please choose the appropriate response for each item:
Please choose only one

0
0
0
0
0
0
0

O no opinion
1 strongly disagree
2 disagree
3 slightly disagree
4 slightly agree
5 agree
6 strongly agree

54 [54 DEGPQR]Agree or disagree: feel Iam able to assess whether my
students are establishing their identity.
Please choose the appropriate response for each item:
Please choose only one
O no opinion
1strongly disagree

0

2 disagree

0
0
0
0
0

3 slightly disagree
4 slightly agree
5 agree
6 strongly agree

0

t1tpsJ/suvey.imsaeru'limesuvey/actn in'actnin.ptp?action=soo.vpr irtablesuvey&sid=6B688
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55 [55 DES]Agree or disagree: Ifeel Iam able to assess whether my students
are developing a sense of purpose.
Please choose the appropriate response for each item:

Please choose only one

0
0
0
0

O no opinion
1 strongly disagree
2 disagree
3 slightly disagree
4 slightly agree
5 agree
6 strongly agree

0

0
0

56 [56 DE]Agree or 'disagree: Ifeel Iam
developing integrity.

hie to assess whethe;my students

ar l

Please choose the appropriate response for each item:

Please choose only one

0
0
0
0

O no opinion
1strongly disagree
2 disagree
3 slightly disagree
4 slightly agree

0

0
0

5 agree
6 strongly agree

l
_J

Please choose the appropriate response for each item:

57 [57 DES]While executing the duties of your position, how often do you find
yourself examining the way students think and how those processes change?
Please choose only one
O no opinion
1 almost never

0
0

2 seldom
3 occasionally

0

4 often
5 quite often
6 near1y always

0
0
0
0

tttps://sLrvey.imsaeru'IimesLrvf?f/aan ir.'0011in.prp?actiO"Fsho.vi:,-i rtablesllVf?f&sid=60088

20166
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l

58 [58 DES]Agree or disagree: Ifeel Iam able to assess whether my students

I

believe that "truth" is absolute.
Please choose the appropriate response for each item:

Please choose only one

0

O no opinion
1 strongly disagree
2 disagree

0

0
0
0
0
0

3 slightly disagree
4 slightly agree
5 agree
6 strongly agree

j

\
\

\

\

59 [59 DES]Agree or disagree: Ifeel Iam able to assess whether my students
believe there are only right and wrong answers.
Please choose the approp riate response for each item:

Please choose only one

0

O no opinion
1 strongly disagree
2 disagree

0
0
0
0
0
0

3 slightly disagree
4 slightly agree
5 agree
6 strongly agree

l

60 [60 DES]Agree or disagree: Ifeel Iam able to assess whether my students
believe that there are experts who know the "truth", but that all opinions appear
valid.
Please choose the appropriate response for each item:

Please choose only one
O no opinion
1strongly disagree
2 disagree
3 slightly disagree
4 slightly agree
5 agree
6 strongly agree

0
0
0
0
0
0
0

hltps://stzvey. imsaecl.,'limestzvey/adni
ntainin.ptp?acliaFshowpr irtablestzvey&sid:60088
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61 (61 DES]Agree or disagree:I
feel Iam able to assess whether
my students believe that in the face of conflicting "answers",they
feel they must trust their "inner voice",not external authority.
Please choose the appropriate response for each item:

Please choose only one
O no opinion
1strongly disagree

0

2 disagree
3 slightly disagree
4 slightly agree
5 agree

0

0
0
0

0
0

6 strongly agree

..

L
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62 (62 DES]Agree or disagree:I
feelI
am able to assess whether my
students believe that opinions based on values,experiences,and
knowledge can be weighed by evaluating the quality of the
evidence.
Please choose the appropriate response for each item:

Please choose only one

0
0
0
0
0
0
0

O no opinion
1strongly disagree
2 disagree
3 slightly disagree
4 slightly agree

L

5 agree

6 strongly agree

63 [63 DE]Agree or disagree: feel
am able to assess whether
my students
integrate new knowledge from others with personal experience
and reflection.
Please choose the appropriate response for each item:

Please choose only one

0
0
0
0
0
0
0

O no opinion
1 strongly disagree
2 disagree
3 slightly disagree

l

4 slightly agree
5 agree
6 strongly agree

LimeSU'Vey -
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64 [64 DEST]How often do you find yourself questioning how your students
solve problems concerning their social environment?

l

Please choose the appropriate response for each item:
Please choose only one
O no opinion
1 almost never
2 seldom
3 occasionally
4 often
5 quite often
6 nearly always

0
0
0
0
0
0
0

' to assess whether m'y students solve
6'5 [65 DE]Agree or dis'agree:I
feel
am able
social problems based on fear of punishment or the reward for obedience.
Please choose the appropriate response for each item:
J/si.xvey.imsaec1ilimesi.rvey/actn irlactn inJTl)?acticn= sho.Np-irtablesi.rvey&sid=68688

23166
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Please choose only one

0
0
0
0
0
0
0

O no opinion
1 strongly disagree
2 disagree
slightly disagree

l

4 slightly agree
5 agree
6 strongly agree

66 [66 DE]Agree or disagree:I
feel
am able to assess whether my students
solve social problems primaril
y based on their own needs and occasionally the
needs of others.
Please choose the appropriate response for each item:
Please choose only one

5 agree

0
0
0
0
0
0

6 strongly agree

0

O no opinion
1strongly disagree
2 disagree
3 slightly disagree
4 slightly agree

J/si.xvey.imsaec1ilimesi.rvey/actn irlactn inJTl)?acticn= sho.Np-irtablesi.rvey&sid=68688

23166
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68 [68 DE]Agree or disagree: Ifeel I am able to assess whether my students solve
social problems primarily based on the rule and maintenance of authority and
order.
Please choose the appropriate response for each item:

Please choose only one
O no opinion
1strongly disagree
2 disagree
3 slightly disagree
4 slightly agree
5 agree
6 strongly agree

0
0
0
0
0
0
0

only one

hltps://sirvey.imsaedilimesirvey/aan irlaan in.prp?action=showpri rlablesirvey&sicl:68688

24166
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70 [70 DES]Agree or disagree: Ifeel Iam able to assess whether my students
solve social problems primarily based on their own conscience in accordance to
self-chosen ethical to logical comprehensiveness, universality, and consistencynamely justice, the reciprocity and equality of human rights, and of respect for the
dignity of human beings as individual persons.

l

Please choose the appropriate response for each item:
Please choose only one
O no opinion

0

1 strongly disagree
2 disagree

0

3 slightly disagree

0
0
0
0

0

4 slightly agree
5 agree
6 strongly agree

71 [71 DE)Agree or disagree: Ichallenge my students in order to see how they respond.
Please choose the appropriate response for each item:
Please choose only one

4 slightly agree
5 agree

0
0
0
0
0
0

6 strongly agree

0

O no opinion
1 strongly disagree
2 disagree
3 slightly disagree

72 [72 DE]Agree or disagree: Isupport my students before and after they
respond to a challenge.
Please choose the appropriate response for each item:
Please choose only one
1strongly disagree

0
0

2 disagree

0

O no opinion

3 slightly disagree

0

4 slightly agree

0

5 agree

0
0

6 strongly agree

https://su-vey.imsaedilimesu-vey/actn ir{,oni
n.ptp?actia,= showprinlablesu-vey&sid=61l686

25166
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73 [73 DEGPQRU]Agree or disagree: Ifeel Ihave developed a space where the
students have the freedom to disclose their innermost thoughts and feelings
without fear of attack or rejection from their RC.
Please choose the appropriate response for each item:
Please choose only one

0
0
0

O no opinion
1 strongly disagree
2 disagree
3 slightly disagree

0

4 slightly agree
5 agree

0

6 strongly agree

0

0

74 [74 DEGPQRU]Agree or disagree: Ifeel Ihave developed a space where the
students have the freedom to disclose their innermost thoughts and feelings
without fear of attack or rejection from their peers.
Please choose the appropriate response for each item:
Please choose only one

0
0
0
0
0
0
0

o no opinion
1 strongly disagree
2 disagree
3 slightly disagree
4 slightly agree
5 agree
6 strongly agree

J

75 [75 DE]Agree or disagree: Students must begin at their own developmental
level and move at their own pace.
Please choose the appropriate response for each item:
Please choose only one
O no opinion
1strongly disagree
2 disagree
3 slightly disagree
4 slightly agree
5 agree
6 strongly agree

0
0
0
0
0
0
0

hltps://s11vey.im saew'limesuvey/a<tn irla<tni
n .ptp?action= shcMlprirlables11vey&sid=68688

26166
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76 [76 DE)Agree or disagree: Students must master each succeeding level of
learning before moving through the developmental process.
Please choose the appropriate response for each item:
Please choose only one

3 slightly disagree

0
0
0
0

4 slightly agree
5 agree

0
0

6 strongly agree

0

O no opinion
1 strongly disagree
2 disagree

each

78 [78 DE]Agree or disagree: Ifeel comfortable responding appropriately to each
student's individual level of development according to one student development
theory.
Please choose the appropriate response for each item:
Please choose only one
O no opinion
1strongly disagree
2 disagree
3 slightly disagree
4 slightly agree
5 agree
6 strongly agree

0
0
0
0
0
0
0

titps://suvey.imsaedilimesirvey/aan irvactn in.prp?action=st-o.vprirtallesirvey&sid=68688
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ach

nearly

each
only

81 [81 DE]How often do you create ways for students to observe and interact with
others who effectively model characteristics, values, and processes that best
represent the outcomes to which IMSA and Resident Life are committed?
Please choose the appropriate response for each item:
Please choose only one
O no opinion

0

1 almost never

0
0

2 seldom

5 quite often

0
0
0

6 nearly always

0

3 occasionally
4 often

- - -----------

https:
//s11vey.imsaedilimesl.fvey/a<tn irla<tnin.p-p?actiorF sho.v?"irtabiesl.fvey&sio:66688

28166
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82 [82 DES]Agree or disagree: Iensure that my students are receiving accurate and
usable feedback and reinforcement in response to their behavior.
Please choose the appropriate response for each item:
Please choose only one
1strongly disagree

0
0

2 disagree

0

3 slightly disagree
4 slightly agree

0

O no opinion

0
0

5 agree
6 strongly agree

0

83 [83 DES]HoW often do you c,eate 'opportunmes for stud nts to pracUce and ' I
test out new ideas and actions?
Please choose the appropriate response for each item:
Please choose only one
O no opinion

0

1 almost never
2 seldom

0
0
0
0
0
0

3 occasionally
4 often
5 quite often
6 nearly always

84 [84 DES]Agree or disagree: Iencourage my students to learn increasingly
I

I

complex behaviors and apply them, as appropriate, to situations in daily life.
Please choose the appropriate response for each item:
Please choose only one
O no opinion

0

1strongly disagree
2 disagree

0

3 slightly disagree

0
0

4 slightly agree
5 agree
6 strongly agree

0
0

0

https:
//st1vey.imsaew'limest1vey/a<tn irvactnin.ptp?action=shcmpri l1ablest1vey&sid=68688

29,156
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85 [85 DEGPQRU]Agree or disagree: Itake a genuine interest in the personal situations
of the individual students in my wing.
Please choose the appropriate response for each item:

Please choose only one

0
0
0

O no opinion
1strongly disagree
2 disagree
3 slightly disagree
4 slightly agree

0

5 agree

0
0

0

6 strongly agree

86 [86 DE']How often do you pr'ovide avenues in whic\n. yours students can '
explore the options and opportunities beyond their present situation?
Please choose the appropriate response for eachi
tem:

Please choose only one
O no opinion

0

1almost never

0
0
0
0
0
0

2 seldom
3 occasionally
4 often
5 quite often
6 nearly always

87 [87 DES]Agree or disagree: when impasses and problems arise, I
demonstrate problem-solving strategies to move the student towards solutions?
Please choose the appropriate response for each item:

Please choose only one
O no opinion
1strongly disagree
2 disagree
3 slightly disagree
4 slightly agree
5 agree
6 strongly agree

0
0
0

0
0
0
0

tttps:
//scrvey.imsaeciilimescrvey/aan irvactnin.ptp?actio.-Fshcw irtablescrvey&sid=68688
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88 (88 DE]How often do you help students assess where they are through the use
of reflection and feedback?
Please choose the appropriate response for each item:
Please choose only one
O no opinion
1almost never

2 seldom

0
0
0

3 occasionally

0

4 often

0

5 quite often
6 nearly always

0
0

89 '(89 D]Agree or disagr'ee: My students are m'ore likely to reflect in'written form
than with conversation.
Please choose the appropriate response for each item:
Please choose only one

4 slightly agree

0
0
0
0
0

5 agree

0

6 strongly agree

0

O no opinion
1strongly disagree
2 disagree
3 slightly disagree

L_

one
strongly
3
4
5
6

l'ltps:
//su-vey.imsaedilimesu-vey/adn intactnin.?action=showprirtables u-vey&sio,68688
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91 [91 DET]

Please place these in rank order of the most to the least
important, by putting the position (1-5) against each of the
following statements, number one being the most important
and number 5 being the least important:
Please number each box inorder of preference from 1to 5

D

RCs should be provided with programs that provide for student moral

development according to
student development theory

D

RCs should participate in programs aimed at their own moral reasoning and

development during

·o

.

.

training
RCs should have pre-arranged dedicated windows of time to implement
programs centered around

.

student development theory

D

RCs should have pre-arranged groups on campus for their own morale and

mental/emotional
support

D

RCs should feel comfortable initiating contact and expecting a response from
school counselors

tttps://su:vey.imsa.edilimesu:vey/am, irvaan in.pt-p?action=shc>Nprirtabtesu:vey&sid=6ffi88

32166
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92 [92 DEST)Please distribute up to 120 points among the phrases that you think
overlap:
most closely describe how Resident Life and Equity & Excellence
Please choose the appropriate response for each item:

1

0
0
develop student awareness to social issues
0
address how alumni have applied what they learned
0
at IMSA to the real world
IMSA impact in retrospect, as alumni
0
alumniwing sponsors & mentors
0
Teach students to define failure and how to
0
overcome it in a healthy manner
helping students mature improve
students as people

learnto work, succeerd, and thr ive in a stressful
environment
encourage students to think for themselves

students see the importance in
appreciating all the work that goes into making an 0
experience possible
ensure the safety, well-being, and development
0
of the students

present them with an image of humanity we
w ish to see in society
develop ethicalleaders
balance self-esteem and scarcity of
opportunities
remind them that life is full of possibilities
connect them with a community
providelearning opportunities for humility
help them learn directly and indirectly about
puberty, socialization, and relationship

3

4

5

6

7

8

9

0
0
0
0
0
0
0

0
0
0
0
0
0
0

0
0
0
0
0
0
0

0
0
0
0
0
0
0

0
0
0
0
0
0
0

0
0
0
0
0
0
0

0 0
0 0
0 0
0 0
0 0
0 0
0 0

0
0
0
0
0
0

0
0
0
0
0
0

0
0
0
0
0
0

0
0
0
0
0
0

'0

0
0
0
0
0
0

0
0
0
0
0
0

0 0
0 0
0 0
0 0
0 0
0 0

I

0
0
encourage students to follow their dreams and
0
passions
how to overco me challenges and barriers in life 0
students learn to take responsibility for their actions
0
and accept the consequences
0
help students grow in personalways help

develop the student socially and emotionally
develop sense of ethics outside of financial
incentives, obligations, and restrictions

2

0
0
0
0
0
0
0

0
0
0
0
0

10

0 0 0 0 0 0 0 0

0

0 0 0 0 0 0 0 0
0 0 0 0 0 0 0 0 0
0 0 0 0 0 0 0 0 0

0
0
0

0
0
0
0
0
0
0

0
0
0
0
0
0
0

tttps://su-vey.im saedilimesu-vey/actn ir.'actn inprp?action=showpr irtablesu-vey&sid=68688

0
0
0
0
0
0
0

0
0
0
0
0
0
0

0
0
0
0
0
0
0

0
0
0
0
0
0
0

0
0
0
0
0
0
0

0
0
0
0
0
0
0

0
0
0
0
0
0
0

0
0
0
0
0
0
0

33166
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Programming
93 [93 ET]Agree or disagree: Ifeel comfortable facilitating programs for 0-24
students.
Please choose the appropriate response for each item:
Please choose only one

0
0
0
0
0
0
0

O no opinion
1strongly disagree
2 disagree
3 slightly disagree
4 slightly agree,
5 agree
6 strongly agree

94 [94 ET]Agree or disagree: Ifeel comfortable facilitating programs for 24-48
students.
Please choose the appropriate response for each item:
Please choose only one

0
0
0
0
0
0
0

O no opinion
1 strongly disagree
2 disagree
3 slightly disagree
4 slightly agree
5 agree
6 strongly agree

_J

95 [95 ET]Agree or disagree: Ifeel comfortable facilitating programs for 48-96
students.
Please choose the appropriate response for each item:
Please choose only one
O no opinion
1 strongly disagree
2 disagree
3 slightly disagree

0
0
0
0

4 slightly agree

0

5 agree

0

6 strongly agree

0

https://su:vey.imsa.edilimesu:veylaanirlactn in.prp?action= sho.vprintablesu:vey&sid:68688

34166
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-,

96 [96 EGT]Agree or disagree: Ifeel comfortable facilitating programs for a wing
comprised mostly of students of the opposite gender than the students in my wing.
Please choose the appropriate response for each item:
Please choose only one

4 slightly agree

0
0
0
0
0

5 agree

0

6 strongly agree

0

O no opinion
1strongly disagree
2 disagree
3 slightly disagree

97 [97 EGT]Agree or disagree: Ifeel comfortable facilitating programs in
conjunction with a wing comprised mostly of students of the opposite gender
than the students in my wing.

l

Please choose the appropriate response for each item:
Please choose only one

4 slightly agree
5 agree

0
0
0
0
0
0

6 strongly agree

0

O no opinion
1strongly disagree
2 disagree
3 slightly disagree

r

r

J

each tem

gree

https://sllvey.imsaew'Iimesllvey/aan ir(&:min.prp?action=shoNf:tintablesllvey&sidc60088

35166
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99 [99 EG]Agree or disagree: Ifeel comfortable facilitating programs with an RC
of the opposite gender.
Please choose the appropriate response for each item:
Please choose only one

2 disagree

0
0
0

3 slightly disagree

0

4 slightly agree

0
0
0

O no opinion
1strongly disagree

5 agree
6 strongly agree

appropri

response

appr

resp nse

nearly

https://s11vr,y.imsaedu'l mes11vey/aan irvactnin.ptp?action=sho.vp-intables11vey&sid=68688
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102 [102 ET]102. Agree or disagree: Iseek out different RCs to work with.
Please choose the appropriate response for each item:
Please choose only one
O no opinion
1 strongly disagree

0
0

2 disagree

0

3 slightly disagree

0

4 slightly agree
5 agree

0
0

6 strongly agree

0
J
appr
one

th

each
only

never

nearly

tttps://su:vey.imsaedilimesu:veylactnirlacminptf>?action=shoNprintablesu:vey&si

68688
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105 [105 DET]Agree or disagree: Idevelop programs or bulletin
boards to meet specific SSLs.
Please choose the appropriate response for each
item:
Please
choose
only one
O no opinion

0

1strongly disagree
2 disagree
3 slightly disagree

0
0

0
0
0
0

4 slightly agree
5 agree
6 strongly agree

\

'

\

106 [106 DET]Agree or disagree: Idevelop programs or bulletin
boards and
then attach the SSLs that make
sense.
Please choose the appropriate response for each
item:
Please
choose
only one

0
0
0
0
0
0
0

O no opinion
1 strongly disagree
2 disagree
3 slightly disagree
4 slightly agree
5 agree
6 strongly agree

-,
107 [107 DEGPQRU]Agree or disagree: Idevelop programs with
specific students in mind.
Please choose the appropriate response for each
item:
Please
choose
only one
O no opinion
1strongly disagree

0

2 disagree

0
0
0
0
0

3 slightly disagree
4 slightly agree
5 agree
6 strongly agree

0

t'ttps ://slJ"vey.imsaedilimesu-vey/actn irlactn inprp?action= sho.vprirtableslJ"vey&si cl=68688

38166
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educational
108 [108 ES]Agree or disagree: Programming should be more fun
than

Please choose the appropriate response for each item:
Please
choose
only
one
O no opinion
1 strongly disagree
2 disagree
3 slightly disagree

0

-1
I

0
0
0

0

0
0
109 [109' ES]Agree or disagree' : Programming shoul'd be
educational than 'fun.
Please choose the appropriate response for each
item:
Please
choose
only
one

0
0
0
0
0
0
0

O no opinion
1strongly disagree
2 disagree
3 slightly disagree
4 slightly agree
5 agree
6 strongly agree

110 [110 ES]How often do you facilitate programs as a means to
prevent academic burnout?
Please choose the appropriate response for each
item:
Please
choose
only one

5 quite often

0
0
0
0
0
0

6 near1y always

0

O no opinion
1 almost never
2 seldom
3 occasionally
4 often

tttps://sLrVey.msaeciilimesuvey/actni
r/a:minp-p?ac:tion= shc>Nprir1ablesu-vey&sid=6B688

I

J

39166
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111 [111 E]Agree or disagree: Ifacilitate specific programs during specific
times in the academic calendar.
Please choose the appropriate response for each item:
Please choose
only one

0
0
0
0
0
0
0

O no opinion
1 strongly disagree
2 disagree
3 slightly disagree
4 slightly agree
5 agree
6 strongly agree

\

'

'

\l

112 [112 E]Agree or disagree: Ifacilitate specific programs during specific
times in the student affairs calendar.
Please choose the appropriate response for each item:
Please choose
only one
O no opinion
1strongly disagree
2 disagree
3 slightly disagree
4 slightly agree
5 agree
6 strongly agree

0
0
0
0
0
0
0

only one

disagree

httpsJ/sirvey.imsaed>'limestrvey/acrn irvactn in.ptp?action=shoNprintablestrvey&sid:68688

40166
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114 [114 DEU]Agree or disagree: Idevelop specific programs
aimed at twice- exceptional students.
Please choose the appropriate response for each item:
Please choose only one

I

O no opinion
1 strongly disagree

0
0

2 disagree
3 slightly disagree

0

0
0
0
0

4 slightly agree

l\
I

5 agree
6 strongly agree

I

I

\

115 [115 EP]Agree or disagree: Idevelop programs aimed at the
students that would identify with the majority population.
Please choose the appropriate response for each item:
Please choose only one

4 slightly agree

0
0
0
0
0

5 agree

0

6 strongly agree

0

O no opinion
1 strongly disagree
2 disagree
3 slightly disagree

116 [116 ET]Agree or disagree: Iwould facilitate a program
developed by someone else.
Please choose the appropriate response for each item:
Please choose only one
O no opinion
1 strongly disagree

0
0

2 disagree

0

3 slightly disagree

0
0
0
0

4 slightly agree
5 agree
6 strongly agree

tttps:/isllVey.im saeo.ilim es<1Veyiactnin'actn inptp?action=st-o.vi:rirtablesllVey&s iCF60088

41166
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117 (117 ET]Agree or disagree: Iwould be more likely to
facilitate a program on a topic Ihad less than a "workingknowledge or understanding" of if it was already fully developed.
Please choose the appropriate response for each
item:
Please
choose
only one
O no opinion

0

1 strongly disagree

0
0
0
0
0
0

2 disagree
3 slightly disagree
4 slightly agree
5 agree
6 strongly agree

lttps:/lscrvey.im saewlimes1Jvey/am, inta:tninptp?action=sho.vprirtablescrvey&si d= 66688

42Al6
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118 [118 DES]Please distribute up to 120 points among the phrases
that you think most closely describe how Resident Life and STEM
Thinking, Teaching & Learning overlap:
Please choose the appropriate response for each item:

coolengineering programs
teach study skills/goals/time
managementencourage
students to try new things
talk about careers
bring in local business leaders
discussions on entrepreneurship ideas that
students may have
talk about energy conservation
encourage stu!lents to think for
themselves ' encourage
students to follow their dreams
and
passions
programs that are diverse to
risk-taking
each culture and learn to work
environment
,succeed,and thrive in a
career options in STEM
stressful explore and consider
in STEM fields
various topics,ideas, and have

10

7

8

9

0
0
0
0
0
0
0
0
0

0
0
0
0
0
0
0
0
0

0
0
0
0
0
0
0
0
0

0
0
0
0
0
0
0
'0
0

0 0 0 0 0 0 0 0 0

0

0 0 0 0 0 0 0 0 0

0

0 0 0 0 0 0 0 0 0

0

1

2

3

4

5

0
0
0
0
0
0
0
0
0

0
0
0
0
0
0
0
0
0

0
0
0
0
0
0
0
0
0

0
0
0
0
0
0
0
0
0

0
0
0
0
0
0
0

6

0
0
0
0
0
0
0
·o 0
0 0

0 0 0 0 0 0 0 0 0 0
0 0 0 0 0 0 0 0 0 0
0 0 0 0 0 0 0 0 0 0
0 0 0 0 0 0 0 0 0

0

alumni speak that have made

0 0 0 0 0 0 0 0 0

0

advances

0
0
0
0
0

0
0
0
0
0

monitor students academic success
programs that highlight and explain how people
in society live and function
teach students to know the
difference between positive and
negative risk-taking
focus more on goal-achievement than goalplanning
encourage students to step out
zone
of their comfort faculty

0
0
0
0
0

involvement in the halls
teach them to change the world in an ethical
and responsible manner
utilize case-studies in programming
provide real world examples of ethical social
entrepreneurs
t1tps:J/sll"vey.imsae<iilimesl.l"Veyiad"n ir>'ad"ninprp?action=sho.vpri rtabiesll"Vey&s id=68688

0
0
0
0
0

0
0
0
0
0

0
0
0
0
0

0
0
0
0
0

0
0
0
0
0

0
0
0
0
0

0
0
0
0
0
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119 (119 DES]Please distribute up to 70 points among the phrases that you
think most closely describe how Resident Life and I
dentity as a Learning
Laboratory overlap :

Please choose the appropriate response for each item:
discussions on
entrepreneurship ideas that
students may have

I

3

4

5

6

7

8

9

10

0
0
0
0

0
0
0
0

0
0
0
0

0
0
0
0

0
0
0
0

0
0
0
0

0
0
0
0

0
0
0
0

0
0
0
0

0 0 0 0 0 0 0 0 0

0

0 0 0 0 0 0 0 0 0

0

0
0
0
0

0
0
0
0

0
0
0
0

0 0 0 0 0 0 0 0 0

0

0
0
0
0

talk about energy
conservation
encourage students
to try new things
encourage students to follow
their dreams and passions
programs that highlight and
explain how people in
society live and function
encourage students to step
out of their comfort zone

2

I

provide real world examples of ethical social
entrepreneurs
allow students to lead projects in the hall
learn how to make a place for
themselves in their
community

0
0
0
0

0
0
0
0

0
0
0
0

0
0
0
0

0
0
0
0

0
0
0
0

0
0
0
0

trips to entrepreneurship-related events
programs that explore how
entrepreneurs take control
of their vision, innovation,
and the results of their
production

tttps://s11Vey .imsaec1i'llmesirvey/aan irvaanin.J:tp?action= sho.vprirtables11Vey&sid=60088

44A:i6
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121 [121 ES]Agree or disagree: Ifeel Ipossess a "workingknowledge or understanding " of STEM Thinking.

r

Please choose the appropriate response for eachitem:
Please choose only one
O no opinion
0
1 strongly disagree

0

2 disagree

0
0
0
0
0

l

3 slightly disag_ree
4 slightly agree
5 agree
6 strongly agree

I

---- --- ---------I

I

122 [122 ES]How would you define STEM

r

Thinking?
Please write your answer here:

I

l L---

t1tps://sisvey.imsaeru'limesllVey/actn irvactn in.prp?action= st-a.vprirtableslJ'vey&si
o,68688

.
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Communication & Job Function
123 (123 ET]Agree or disagree: Ifeel Iam able to keep track of all
of my students' activities.
Please choose the appropriate response for each item:
Please choose only one
O no opinion
1 strongly disagree

0
0

2 disagree
3 slightly disagree
4 slightly agree

0
0
0

'o

5 agree

0

6 strongly agree

124 [ 124 E]Agree or disagree: Iam more likely to contact the
parents of my students on the phone than email.
Please choose the appropriate response for each item:
Please choose only one
1 strongly disagree

0
0

2 disagree
3 slightly disagree

0
0

4 slightly agree

0
0
0

O no opinion

5 agree
6 strongly agree

125 [125 E]Agree or disagree: Iam more likely to contact the
parents of my students over email than the phone.
Please choose the appropriate response for each item:
Please choose only one
O no opinion
1 strongly disagree
2 disagree
3 slightly disagree
4 slightly agree
5 agree

L

strongly agree

_

0
0
0
0
0

0
0

https://s<1vey.imsaeciilimesllVey/a<tn ir.'a<tninpl"p?action= shoNprirtablesuvey&sict,68688
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each
only one

nally

nearly

127 [127 E)Hqw often do you contact te parents of your studen with bad news?
Please choose the appropriate response for each item:
Please choose only one
O no opinion
1almost never
2 seldom
3 occasionally
4 often
5 quite often
6 nearly always

0
0

0
0
0
0
0

128 [128 E]Agree or disagree: I feel comfortable contacting the Learning Strategies Coordinator.
Please choose the appropriate response for each item:
Please choose only one
O no opinion
1strongly disagree
2 disagree
3 slightly disagree
4 slightly agree
5 agree
6 strongly agree

0

0
0
0
0
0
0

tttps:
//s,
xvey.imsaedilimesirvey/actn ir/aanin.ptp?actioo=sho,/J>"irtablesirvey&sid=68688

47/1:13
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1

129 [ 129 E]Agree or disagree: Ifeel comfortable contacting the

Admissions Office.
Please choose the appropriate response for each
item:
Please
choose
only one

4 slightly agree
5 agree

0
0
0
0
0
0

6 strongly agree

0

O no opinion
1strongly disagree
2 disagree
3 slightly disagree

130 [

O E]Agree or disagre: Ifeel comfortable concting the Athletics

Offic.
Please choose the appropriate response for each
item:

l

Please
choose
only one

0
0
0

O no opinion
1strongly disagree
2 disagree
3 slightly disagree
4 slightly agree

0

5 agree

0
0

6 strongly agree

0

I

J

131 [131 E]Agree or disagree: Ifeel comfortable contacting the CAC
Office.
Please choose the appropriate response for each
item:
Please
choose
only one
O no opinion
1strongly disagree
2 disagree
3 slightly disagree
4 slightly agree
5 agree
6 strongly agree

0
0
0
0
0
0
0

l"ttps://s11vey.imsaeciilimes11vey/acrn irvacrninpt-p?action= shoNprintables11vey&sio,68688

48A:i6
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132 [ 132 E]Agree or disagree: Ifeel comfortable contacting the
Development Office.
Please choose the appropriate response for each item:
Please choose only one

0
0
0
0
0
0
0

O no opinion
1 strongly disagree
2 disagree
3 slightly disagree
4 slightly agree
5 agree
6 strongly agree

13 [133 E]Agree or di5"gree: Ifeel comfortable,contacting the English Dpartment.

l

Please choose the appropriate response for each item:
Please choose only one
O no opinion

0

1 strongly disagree

0
0
0
0
0
0

2 disagree
3 slightly disagree
4 slightly agree
5 agree
6 strongly agree

r

4 [134 E]Agree or disagree: Ifeel comfortable contacting the

Facilities Office.
Please choose the appropriate response for each item:
Please choose only one

0

O no opinion

I

1 strongly disagree

0

I

l

2 disagree
3 slightly disagree
4 slightly agree
5 agree
6 strongly agree

0
0
0
0
0

https://st.rvey.msaeclilimest.rvey/actni
rv'actni
n.pt-p?acticn=showpriroibies<SVey&sid=68688

49/66
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m

only one
strongly disagree
disagree

,136 [136 E]Agree or.disagree: Ifeel comforttlble contacting the Business Office.
Please choose the appropriate response for each item:

Please choose only one
O no opinion
1strongly disagree

0

2 disagree
3 slightly disagree

0
0
0

0

4 slightly agree
5 agree

0

0

6 strongly agree

I

137 [137 E]Agree or disagree: Ifeel comfortable contacting the Grainger Lab.
Please choose the appropriate response for each item:

Please choose only one
O no opinion
1 strongly disagree
2 disagree
3 slightly disagree
4 slightly agree
5 agree
6 strongly agree

0
0
0
0
0
0
0

https:
//slXVey.imsaedrlimesll'veyla<tni
r.'actnin.pt-p?aclion=showprirtablesll'vey&sid=60088

50166
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138 [138 E]Agree or disagree: Ifeel comfortable contacting the
History and Social Science Department
Please choose the appropriate response for each item:
Please
choose
only one

0
0
0
0
0
0
0

O no opinion
1strongly disagree
2 disagree
3 slightly disagree
4 slightly agree

L

5 agree
6 strongly agree

i

I

'

'

,

139 [139 E]Agree or disagree: Ifeel comfortable contacting the Human
Resources Office.
Please choose the appropriate response for each item:
Please
choose
only one
O no opinion

0

1strongly disagree

0
0
0
0
0
0

2 disagree
3 slightly disagree
4 slightly agree
5 agree
6 strongly agree

I

J

140 [140 E]Agree or disagree: Ifeel comfortable contacting the IRC.
Please choose the appropriate response for each item:
Please
choose
only one
O no opinion
1strongly disagree
2 disagree
3 slightly disagree
4 slightly agree
5 agree
6 strongly agree

0
0
0
0
0
0
0

tttpsJ/s11Vey.imsaeciilimes11Vey/actnirlactninpl'p?actim=shoNpriruibles11Vey&siCF68688

51166
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141 [141 E]Agree or disagree: Ifeel comfortable contacting theI
TMC.
Please choose the appropriate response for each item:

Please choose only one

0
0
0
0
0
0
0

O no opinion
1strongly disagree
2 disagree
3 slightly disagree
4 slightly agree

L

5 agree

6 strongly agree

142 [142 EJ
Agree or disagree: Ifeel comfortable contactingI
TS.
Please choose the appropriate response for each item:

Please choose only one

0
0
0
0
0
0
0

O no opinion
1strongly disagree
2 disagree
3 slightly disagree
4 slightly agree
5 agree
6 strongly agree

143 [143 E]
Agree or disagree: Ifeel comfortable contacting the Maintenance Office.
Please choose the appropriate response for eachitem:

Please choose only one
O no opinion
1 strongly disagree
2 disagree
3 slightly disagree
4 slightly agree
5 agree
6 strongly agree

0
0
0
0
0
0
0

t11psJ/suvey.imsaeciJ'limesuvey/aanirvaaninpl'p?action=stn.Ypr r1ablesuvey&sid=68688
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144 [144 E]
Agree or disagree: Ifeel comfortable contacting the Marketing &
Commun ications Office.
Please choose the appropriate response for each item:
Please
choose
only one

0
0
0

O no opinion
1 strongly disagree
2 disagree
3 slightly disagree
4 slightly agree
5 agree

0

0
0
0

6 strongly agree

145 [145 E]
Agree or disagree: Ifeel comfortable contacting the Mathematics Department.
Please choose the appropriate response for each item:
Please
choose
only one

0
0
0
0
0
0
0

O no opinion
1strongly disagree
2 disagree
3 slightly disagree
4 slightly agree
5 agree
6 strongly agree

146 [146 E]
Agree or disagree: Ifeel comfortable contacting Professional Field Services.
Please choose the appropriate response for each item:
Please
choose
only one
O no opinion
1strongly disagree
2 disagree
3 slightly disagree
4 slightly agree
5 agree
6 strongly agree

0
0
0
0
0
0
0

tttps:J/s<1vey.imsaeci>'limes<1vey/aan irvOO'Tl in.pll)?acticn= sho.Ypr irtables<1vey&sid=68688
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147 [147 E]
Agree or disagree: Ifeel comfortable contacting the Principal's Office.
Please choose the appropriate response for each item:

Please choose only one

0
0
0
0

O no opinion
1strongly dis agree
2 disagree
3 slightly disagree
4 slightly agree
5 agree

0

0
0

6 strongly agree

148 [148 E]
Agree or disagree: Ifeel comfortable contacting the President's Office.
Please choose the appropriate response for each item:

Please choose only one

0
0
0
0
0
0
0

O no opinion
1strongly disagree
2 disagree
3 slightly disagree
4 slightly agree
5 agree
6 strongly agree

----- - --- -149 [149 E]
Agree or disagree: Ifeel comfortable contacting the Office of External
Engagement.
Please choose the appropriate response for each item:

Please choose only one
O no opinion
1 strongly disagree
2 disagree
3 slightly disagree
4 slightly agree
5 agree
6 strongly agree

0
0
0
0
0
0
0

https'l/s<rvey.imsaew'limes<rvey/acrn ir'l'acrnin.ptp?accn=showprir«ables..-vey&sid=68688

54166
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150 [150 E]
Agree or disagree: Ifeel comfortable contacting the Office of Alumni
Relations.
Please choose the appropriate response for each item:
Please choose only one

0
0
0

O no opinion
1strongly disagree
2 disagree
3 slightly disagree
4 slightly agree
5 agree
6 strongly agree

0

0
0

_ _

_,
\ 151 [151 E]

0

---- -- -- ----

I

J

1'

Agree or disagree: Ifeel comfortable contacting the Office of
Multicultural Education.
Please choose the appropriate response for each item:
Please choose only one

5 agree

0
0
0
0
0
0

6 strongly agree

0

O no opinion
1strongly disagree
2 disagree
3 slightly disagree
4 slightly agree

152 [152 E]
Agree or disagree: Ifeel comfortable contacting the Science
Department.
Please choose the appropriate response for each item:
Please choose only one
O no opinion
1 strongly disagree
2 disagree
3 slightly disagree
4 slightly agree
5 agree
6 strongly agree

0
0
0
0
0
0
0

tttps-J/scrvey.imsaeciilimesU"vey/a<tnirla<tnin.ptp?action= shoNµ-irtableslrvey&sid:68688

55.l,6
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153 [153 E]
Agree or disagree: Ifeel comfortable contacting Security.
Please choose the appropriate response for each item:
Please choose only one

0
0
0
0
0
0
0

O no opinion
1strongly disagree
2 disagree
3 slightly disagree
4 slightly agree
5 agree
6 strongly agree

154 [154 E]
Agree or disagree: Ifeel comfortable contacting the SIR Office.
Please choose the appropriate response for each item:
Please choose only one

0
0
0
0
0
0
0

O no opinion
1 strongly disagree
2 disagree
3 slightly disagree
4 slightly agree
5 agree
6 strongly agree

155 [155 E]
Agree or disagree: Ifeel comfortable contacting the Supervising
Area Coordinator
Please choose the appropriate response for each item:
Please choose only one
O no opinion
1strongly disagree
2 disagree
3 slightly disagree
4 slightly agree
5 agree
6 strongly agree

0
0
0
0

0
0
0

tttps://sLJVey.msa.edJ'limesLJVeyladnirladnin.ptp?actiorF sho,vpr irtablesLJVey&sid=68686
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156 [156 E]
Agree or disagree: Ifeel comfortable contacting the other Area
Coordinators.
Please choose the appropriate response for each
item:
Please
choose
only one

0
0
0
0
0

O no opinion
1 strongly disagree
2 disagree
3 slightly disagree
4 slightly agree
5 agree
6 strongly agree

0

0

-- -------\

157 [157 E]
Agree or disagree: Ifeel comfortable contacting the Associate
Director of Student Life.
Please choose the appropriate response for each
item:
Please
choose
only one

0
0

O no opinion
1 strongly disagree
2 disagree
3 slightly disagree
4 slightly agree

0
0
0
0
0

5 agree
6 strongly agree

------ ---158 [158 E]

----,

I

Agree or disagree: Ifeel comfortable Ifeel comfortable sitting
inside the
Student Life Department during
school hours.
Please choose the appropriate response for each
item:
Please
choose
only one
O no opinion
1 strongly disagree
https:
//sU"vey.imsaeru'IimesU"vey/actn irvaanin.

0
0
?ac1icn=sho.vpr iruibiesU'vey&sid=68688

57/f13
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2 disagree
3 slightly disagree
4 slightly agree
5 agree
6 strongly agree

https:
//sU"vey.imsaeru'IimesU"vey/actn irvaanin.

0
0
0
0
0

?ac1icn=sho.vpr iruibiesU'vey&sid=68688

57/f13
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159 [159 E]
Agree or disagree: Ifeel comfortable developing outside contacts
for clubs, programs, or trips.
Please choose the appropriate response for each
item:

Please
choose
only one

0

O no opinion
1 strongly disagree

0
0

2 disagree
3 slightly disagree
4 slightly agree
5 agree

0
0

0
0

6 strongly agree

'

for

trongl
igh
igh

sagree
isagree

ongl

l

161 [161 E]
Agree or disagree: Ifeel comfortable contacting the Coordinator of
Student Activities.
Please choose the appropriate response for
eachitem:

Please
choose
only one
O no opinion
1strongly disagree
2 disagree
3 slightly disagree
4 slightly agree
5 agree
6 strongly agree

0
0
0
0
0
0

0

tttps://su-vey.imsa.edilimesu-vey/actn in'actninJlll)?acticn=st-oNprirtablesu-vey&sioa 68688

I

I

J

202

- -- -- -----

tttps://su-vey.imsa.edilimesu-vey/actn in'actninJlll)?acticn=st-oNprirtablesu-vey&sioa 68688
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162 [162 E]
Agree or disagree: Ifeel comfortable contacting Sodexo.
Please choose the appropriate response for each item:
Please choose only one

I

O no opinion
1 strongly disagree

0

2 disagree
3 slightly disagree

0
0
0
0

0

4 slightly agree
5 agree

l

0

6 strongly agree

163 [163 E]
r Agree
or disagree: Ifeel comfortable contacting the school nurse.
Please choose the appropriate response for each item:
Please choose only one

0
0
0
0
0

O no opinion
1 strongly disagree
2 disagree
3 slightly disagree
4 slightly agree
5 agree

I

J

0
6 strongly agree

0

164 [164 E]
Agree or disagree: Ifeel comfortable contacting the Wellness
Department.
Please choose the appropriate response for each item:
Please choose only one
O no opinion
1 strongly disagree
2 disagree
3 slightly disagree
4 slightly agree
5 agree
6 strongly agree

0
0
0
0
0
0
0

ttJps:
//su-vey.imsaeciilimesu-vey/aani
rlaani
n.pl'p?action= sto,yp-irlablesu-vey&si
oa68688

59166
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165 [165 E]
Agree or disagree: Ifeel comfortable contacting the World
Languages Department.
Please choose the appropriate response for each
item:

Please
choose
only one

0
0

O no opinion
1 strongly disagree
2 disagree
3 slightly disagree

0
0
0
0
0

4 slightly agree
5 agree
6 strongly agree
I

166 [166 ET]
Agree or disagree: Ifeel Iam part of the IMSA community.
Please choose the appropriate response for
eachitem:

Please
choose
only one
O no opinion
1 strongly disagree
2 disagree
3 slightly disagree
4 slightly agree
5 agree
6 strongly agree

0
0
0
0
0
0
0

167 [167 ET]
Agree or disagree: Ifeel proud of the work Ido with student
groups & clubs.
Please choose the appropriate response for each
item:

6 strongly agree
O no opinion
1strongly disagree
2 disagree
3 slightly disagree
4 slightly agree

l

5 agree

tttps://scrvey.imsaec1ilimescrvey/aan irvaanin.prp?action= shoNprintablescrvey&sid=686a8
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0
0

0
0
0
0
0

tttps://scrvey.imsaec1ilimescrvey/aan irvaanin.prp?action= shoNprintablescrvey&sid=686a8
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168 [168 E]
Agree or disagree: Ifeel comfortable taking the students on local
trips.

I

Please choose the appropriate response for each item:

I

Please choose only one
O no opinion
1strongly disagree

0
0

2 disagree
3 slightly disagree
4 slightly agree

0

0
0
0
0

5 agree
6 strongly agree

169 (169 E]
Agree or disagree: Ifeel comfortable taking the students on trips
around Illinois.
Please choose the appropriate response for each
item:

Please
choose
only one

0
0
0
0
0
0
0

O no opinion
1strongly disagree
2 disagree
3 slightly disagree
4 slightly agree
5 agree
6 strongly agree

J

l

170 [170 E]
Agree or disagree: Ifeel comfortable taking the students on cross-country trips.
Please choose the appropriate response for each
item:

Please
choose
only one
O no opinion
1strongly disagree
2 disagree
3 slightly disagree
4 slightly agree
5 agree
6 strongly agree

0
0
0
0
0
0
0

t11psJ/sLtVey.imsaeciilimesLtVey/actn irvactninprp?action=sho.vprirlablesu-vey&si
o,61l688

61166
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171 [171 E]
Agree or disagree: Ifeel comfortable taking the students on
international trips.
Please choose the appropriate response for each item:
Please choose only one
O no opinion
1strongly disagree
2 disagree

0
0
0

3 slightly disagree

0

4 slightly agree

0
0
0

5 agree
6 strongly agree

_,_
172 [172 E]
Agree or disagree: Ifeel Iam respected by the faculty.
Please choose the appropriate response for each item:
Please choose only one

0
0
0
0
0
0
0

O no opinion
1 strongly disagree
2 disagree
3 slightly disagree
4 slightly agree
5 agree
6 strongly agree

173 [173 ET]
Agree or disagree: Ifeel comfortable facilitating Sophomor e Navigation
alone.

Please choose the appropriate response for eachitem:
Please choose only one
O no opinion
1 strongly disagree
2 disagree
3 slightly disagree
4 slightly agree
5 agree
6 strongly agree

0
0
0
0
0
0
0

----- --- ---

tttps1/su-vey.imsaeru'limesu-vey/aan irvaaninplll?acti01FshcN;prit1ablesu-vey&sid=68688

62Al6
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174 [174 ET]
Agree or disagree:Ifeel comfortable requesting to develop an
intercession.
Please choose the appropriate response for each item:
Please choose only one

0
0
0

O no opinion
1 strongly disagree
2 disagree
3 slightly disagree
4 slightly agree
5 agree

0

0
0
0

6 strongly agree

'
175 [175 ET]
Agree or disagree: Ifeel comfortable facilitating an
intercession.
Please choose the appropriate response for each item:
Please choose only one

0
0
0
0

O no opinion
1strongly disagree
2 disagree
3 slightly disagree
4 slightly agree
5 agree

0

0
0

6 strongly agree

176 [176 ES]
Agree or disagree: As an RC, student retention is on my mind when interacting with
students.
Please choose the appropriate response for each item:
Please choose only one
O no opinion
1 strongly disagree
2 disagree
3 slightly disagree
4 slightly agree
5 agree
6 strongly agree

l"ttps://strvey.imsaeciJlimesm,ey/actnirlactnin.pl'p?action= shc>N?"irlablesm,ey&s

0
0
0
0

0
0
0

6B688
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177 [177 CET]Please place these in rank order of the most to the
least important, by putting the position (1-5) against each of the
following statements, number one being the most important and
number 5 being the least important:
Please number each box in order of preference from
1to 5

D

Faculty should make more effort to respond to RC emails

D

RCs should be able to attend professional development events in the main building/

have
professional development opport unities in various offices across campus

LJ

New RCs should be presented with document guiding them through the goals,

outcomes, & pitfalls
of:dinner dates , club trips , sponsoring a club,various liaison positions , etc...

D

Faculty should chaperon Clash of the Halls events.

'

IMSA should lobby Woodmans to
accept P-Cards

D

'

178 [178 E]What is one question you would have preferred been on this survey?
Please write your answer here:

https:
//su-vey.imsa.edilimesucvey/aan irvaan in.ptp?actiorF showprintablesucvey&sl cl=68688

64166
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179 [179 ES]Please distribute up to 30 points among the phrases that
you think most closely describe how Resident Life and Fiscal
Sustainability overlap:
Please choose the appropriate response for each
item:
ens ure the lights are turned off at
the end of the night
get financial support from
the parents secure grants
for programming

L ,peoo
J

use entire budget effect ively by collaborating

IMSA "" ' 11oc,1o,
employre<woed businesses
database of commonly
purchased items and where to
get them

'

2

3

4

5

6

7

8

9

10

0
0
0
0
0

0
0
0
0
0

0
0
0
0
0

0
0
0
0
0

0
0
0
0
0

0
0
0
0
0

0
0
0
0
0

0
0
0
0
0

0
0
0
0
0

0 0 0 0 0 0 0 0 0

0

0
0
0
0
0

_.

'

1180 [180 DESJH= do you feel you

job as an RC aidsthe IMSA m
n
i
on "to ign
i
te and
nurture creative, ethical, scientific minds that advance the human condition"?
Please write your answer here:

J

l
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Thank you for your participation in this Quality Improvement Survey (QIS) for the 2016 IMSA Impact &
Priority Outcomes Research Team.

We developed this QIS with severaloutcomes in mind:

1) Assess the needs of Resident Counselors when it comes to implementing and facilitating the Residence
Life Curriculum

2) Quantify the relationships between the Resident Counselors and Residence Life
Curriculum

3) Determine a roadmap for Residence Life to contribute to the 2016 IMSA Impact & Priority Outcomes

We appreciate your voluntary participation in the effort to reach these

Thank you,

Your
fellow
RCs.
17.03.201
6 - 00:00
Submit your survey.
Thank you for completing this survey.

goals.
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M EMORA N D U M
IMSA 2022 IMPACT GOAL & PRIORITY OUTCOMES RESIDENCE LIFE CURRICULUM TEAM AND IMSA
2022 IMPACT GOAL & PRIORITY OUTCOMES RESIDENCE LIFE INDICATORS & OUTCOMES TEAM
DEREK
LOUGH ,JARED LEY, SHEMIKA COOKSEY ,& JOHN JAEGER: IMSA 2022 IMPACT GOAL &
FROM :
PRIORITY OUTCOMES RESIDENCE LIFE RESEARC H TEAM
SUBJECT: ILLINOIS MATHEMATICS & SCIENCE ACADEMY RESIDENCE LIFE POLICY & CURRICULUM
RECOMMENDATIONS : 9:00 PM SUNDAY NIGHT CHECK
DATE:
APRIL 11, 2016
ROBERT HERNANDEZ, EXECUTIVE DIRECTOR OF STUDENT AFFAIRS
CC:

TO:

The Illinois Mathematics & Science Academy (IMSA) 2022 Impact Goal & Priority Outcomes Residence Life
Research Team recommends one change to be made to P. 17 of the 20 16-2017 IMSA Student-Parent Handbook:
changing Sunday night In-Hall check from 10:00 PM to 9:00 PM. This chan ge would allow for a window of time
where IMSA students are inside the Residence Halls for an extra hour each week, without changing times for
Student In-Room, Student Lights Out, Housekeeping, or Resident Counselor (RC) Office Schedules. This window
of time could be used by the students for extra study time, group collaboration, and commu nity; additionally , this
provides a window of time for the Resident Counselors to implement the Residence Life Curriculum or social
programming-individually or in collaboration with other RCs-a practice this Research Team advocates.
Furthermore, it allows time for the Peer Multicultural Educators to address the IMSA Board of Trustee-approved
Diversity/Multicultural Development Plan.

Background
The current Residence Life Curricu lum requires that Resident Counselors develop and facilitate thiny-two
educational programs and sixteen social programs over the course of each academic year. The educational
programs are currently arranged by eleven topics and arc expected to meet twenty-seven Standards of Significant
Learning. The social programs might incorporate wing dinners, sister-brother wing activities, dinner/dcssen dates,
or etc... Additionally, the Peer Multicultural Specialist and the Peer Mult icultural Educators arc tasked by the
IMSA Board of Trustees to implement the 2015 Diversity/Multicultural Development Plan.
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Threats
•

Parents have previously advocated for less interference in their students' ability to sleep after I O check.

•

Campus activities & clubs regularly meet from 9:00-10:00 PM on Sunday nights.

Resident Counselors have many responsibi lities that require deep time commitments:
•

6/21 respondents had 2 stipend positions in 2015-16.

•

8/21 respondents had I stipend position in 2015-16.

•

1/2 1 respondents had I non-stipend coaching position in 20 15-16.

•

1/2 1 respondents had 3+ non-stipend coaching positions in 2015-16.

•

9/2 1 respondents sponsored I club in 20 15- 16.

•

11/21 respondents sponsored 2+ clubs in 2015-16.

Resident Counselors would prefer more time and guidance when it comes to implementing the Residence Life
Curriculum :
•

7/18 respondents strongly agreed or agreed with the statement "It is difficult for me to create time/space
for programs requested by the Administration." 6/18 respondents slightly agreed.

•

5/ 19 respondents strongly agreed or agreed with the statement "It is difficult is it for me to create
time/space for the Peer Multicultural Educators to come into your wing and do a program ." 4/ 19 slightly
agreed.

•

17/2 1 respondents ranked the statement "RCs should be provided with programs that develop racial,
ethnic, and cultural sensitivity" in the top three of five options from set A when asked to rank them from
most to least important.

•

12/2 1 respondents ranked the statement "RCs should have pre-arranged dedicated windows of time to
implement diversity and identity programs" in the top three of five options from set A when asked to rank
them from most to least important.

•

18/20 respondents ranked the statement "RCs should be provided with programs that provide for student
moral development according to student development theory"in the top three of five options from set B
when asked to rank them from most to least important.

•

9/20 respondents ranked the statement "RCs should have pre-arranged dedicated windows of time to
implement programs centered around student development theory" in the top three of five options from
set B when asked to rank them from most to least important.

•

18/2 1 responden ts Agreed or Strongly Agreed with the statement: "I would facilitate a program developed
by someone else."
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•

12/2 1 respondents Agreed or Strongly Agreed with the statement:"I would be more
likely to facilitate a program on a topic I had less than a 'working-knowledge or
understanding" if it was already fully developed ." 4/21 answered wit h Disagree.

There are many effective curriculum structures and techniques that arc difficult to implement
without a consistent window of time.Additionally, barriers exist to developing and facilitatin g
Residence Life Curriculum Programs that correspond to the academic and social calendars of
the students.
•

Scaffolding -"In the field of edu cation , the term scaffolding refers to a process in
which teachers model or demonstrate how to solve a problem,and then step back,
offering support as needed."

•

Tiered Instruction and Response-to-Intervention - Assessing students individu ally
through group/universal screening, then intervening with distinct curriculum and time
periods for those individual students br groups of students detenninld to need
addit ional instruction'on the topic.

•

Grouping - Facilitating programs or implementing curr iculum with groups of
students that self-selected or were grouped according to an identifying factor.

•

9/2 1 respondents Agreed or Strongly Agreed with the statement: "I facilitate
specific programs duringspecific times in the academic calendar."9/2 1 respondents
Slightly Agreed.

•

7121 respondents had No Opinion to the statement: "I facilitate specific programs
during specific times in the student affairs calendar." 8/21 answered Slightly Agree or
Slightly Disagree.

There are barriers to Resident Counselors collaborating or working with each other's wings.
•

Only 10121 respondents Strongly Agreed with the statement: "I foci comfortabl e
facilitating programs for 24-48 students."

•

Only 7/2 1 respondents Strongly Agreed with the statement: "I feel comfortable
facilitating programs for 48-96 students."

•

Only 6/2 1 respondents Strongly Agreed with the statement : "I feel com fortable
facilitating program s for a wing comprised mostly of students of the opposite gender
than the students in my win g."

•

Only 9/2 1 respondents Strongly Agreed with the statement: "I feel comfortabl e
facilitating program s in conjun ction with a wing compri sed mostly of students of the
opposite gender than the students in my wing."

•

Only 13121 respondent s Strongly Agreed with the statement: "I feel comfortable
facilitating programs with another RC of the same gender."

•

Only 1312 1 respondents Strongly Agreed with the statement: "I feel comfortable
facilitating programs with another RC of the opposite gender."

• 11/21 respondents answered Almost Never or Seldom to the question:"How often do you
facilitate programs for a wing other than your own?"8/2 1 respondents answered
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Occasionally.
• 5/21 respondents answered Seldom to the question:"How often do you facilitate
programs with your wing and a wing other than your own?" 13121 respondents
answered Occasionally
• Only 7/2 1 respondents Agreed or Strongly Agreed with the statement: "I seek out
different RCs to work with ."
•

7/21 respondent s answered Seldom to the question : "How often do you facilitate
programs with another RC?" 13/21 respondents answered Occasionally.

•

1 1/21 respondents answered Almost Never or Seldom to the question:"How often
do you facilitate programs for your wing and with a wing comprised mostly of
students of the opposite gender than thestudents in my wing?" 10 respondents
answered Occasionally.

Peer Multicultural Tutors need adequate time to implement the IMSA Board of TrusteeapprovedDiversity/Multicultural Development Plan.
•

Charged with facilitating several program s each year, including administering the
Implicit Association Teft and lMSA Climate Survey. ,

•

Facilitate various discussions on topics such as implicit bias, microagressions, genderscience, and sexual orientation.

•

Provide direct counsel on resources pertaining to underrepresented popu lations,
women, LBGTQ, twice-exceptional students and students with disabilities

Options
Create a window of time for Resident Counselors to implement the Residence Li fe Curriculum
individually and in collaboration with one another.
•

Pro-Resident Counselors will have more time to efTectively facilitate programs
and address student needs.

•

Con-Resident Cou nselors might feel pressured to only facilitate programs during that
window ohime.

•

Risk-Campus-wide changes nearly always recei ve some backlash .

Create new and independent resources to be used at Resident Counselor discretion .
•

Pro-Resident Counselors would have diverse resources available to them to use at
will.

•

Con-Investment of many man hours.

•

Risk-Resident Counselors might not individually implement curriculum topics about
which they are not com fortable.

Recommendations
The authors of this memorandum recommend the following path to address barriers to
implementing existing andnew Residence Life Curriculum:
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I)

) Change Sunday night In-Hall check from 10:00 PM to 9:00 PM on P. 17 in the 20
16-20 17 LMSA Student- Parent Handbook.
a. What would NOT change:
i. Student In-Room.
ii. Student Lights Out.
111. Housekeeping Times.
iv. Resident Counselor Office Schedules.
b. What M UST change:
i. On-Call Schedule for Sunday Night Woodman s Shuttle.
ii. Students' ability to use this window of time for campus events and
activities
c. What this would allow for:
1. More stud1time.
I . Opportunities for ad-hoc or lightly scheduled in-hall tutor
groups or collaborative study sessions.
2. Opportunities for individual students to complete individual
homework assignments.
ii. More community time.
I . Resident Counselors and Community Developers could plan
in advance to host an event in the hall commons with the
purpose of allowing the community to congregate.
111. A window of time when Resident Counselors can implem ent the
Residence Life Curriculum .
I . A window of time before n ightly duties and in-room where
students are known to be available for Residential Life
Programs.
2. The change to the schedule and consistent routine would
allow for a strong possibility of reinforcing student
expectations for attendance without mandating.

2) Advocate for Resident Counselors to consider this a Residential Life Programming
I-lour.
a. Acknowledge Parent Concerns:
1. Parents might be concerned about having to bring their children back
to campus an hour earlier, especially downstate parents. They may
also worry that their students will not be able to complete their
assignments before Monday classes.
b. Acknowledge Staff Concerns:
i. The Residential Life Programming Hour was discussed in the
research team, but was notuniformly agreed upon. Based on our
2016 IMSA Impact & Priority Outcomes Residence Life Research
Team Survey, 9/2 1 respondents ranked three other options from out
of fivefrom set A higher than "including a pre-arranged dedicated
windows of time to
implement programs centered around diversity & identity
programs"and 11/20
respondents ranked three other options out of five from set B higher
than including "pre-arranged dedicated windows of time to
implement programs centered around student development theory";
instead RCs indicate a high priority on creating resources such as
2
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pre-planned Residential Life educational programs and How-To Guides
concerning best practices and pitfall s of regularly expected Residential
Life Social Programs.
ii. One of the major concerns discussed within the group (but not indicated
in the 20 16 Survey) was a loss of RC discretion and flexibility for RCs,
students, and parents if the Residential Life Programming Hour were to
be implemented .
iii. A point was addressed that such programming periods have failed in
the past due to similar reasons.
c. Address Opportunities for Individual Wing Programming:
1. Due to the timing, this Residential Life Programming Hour would allow
for increased parent al involvement and easily scheduled Wing Dinners.
Furthermore,parents would know when the majority of programs
would be occurring in each wing. This
programming period does not interfere with student's ability to sleep after
10:00 PM and aliW\5 more closely with our depart1l1ental goal to enhance
student motional and
physical wellness.
ii. Decreased competition with other IMSA activities for student time.
The hour long residential period would be officia lly reserved for
residential programming and other campus activities would not be
able to schedule meetings and activities during thisperiod.
iii. The hour timeslot gives RCs the ability to plan longer social and
educational programming. Programs could be more developed and
RC's would have time to issue assessments/surveys/devices advocated
by the 2022 Impact Goal & Priority Outcomes Residence Life
Indicators& Outcomes Team that collect data to determin e whether the
benchmarks for the Residence Life Curriculum and 2022 Impact Goal
& Priority Outcomes are being achieved.
1v. The scheduling of programs during the period would be entirely up to RC
discretion .Resident Counselors could still take the day oITand simply
communicate with students that a program will not occur during the
residential period.
d. Address Opportunities for Cross-Campus Collaboration:
1. Hall traditions would be able to be shared and fully implemented.
ii. RCs know other wings will most likely be available during this window
as well and can plan for dessert dates, dodgeball, sister-brother wing
activities, etc...
iii. RCs would be able to collaborate easily on programming for multiple
wings of either gender on topics where one RC may have more
experience or expertise.
iv. Students and RC's would know when Residence Life Curriculum
progran1s are occurring across campus. We could publish programs each
week internally, and could send students with certain needs to the program
s hosted by other RCs.
v. Scaffolding-structured/tiered/RT! types of curriculums could be
implemented based on academic/social calendar and student needs.
e. Acknowledge the window of time where the Peer Multicultural Educators and
members of the Administration implement the IMSA Board of Trusteeapproved Diversity/Multicultural
Development Plan.
i. The Multicultural Education Office/President's Office/Student Life
Office/Faculty could easily schedule in advance and arrange to meet with
any wing on campus.
ii. peer Multicultural Educators would have up to the entire Residential Li fe
2
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Programming Hour to facilitate programs and discussions.
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MEMORANDUM

IMSA 2022 IMPACT GOAL & PRIORITY OUTCOMES RESIDENCE LIFE
CURRICULUM TEAM ANO IMSA 2022 IMPACT GOAL & PRIORITY OUTCOMES
RESIDENCE LIFE INDICATORS & OUTCOMES TEAM
SHEMIKA COOKBEY, JARED LEY, JOHN JAEGER , & DEREK LOUGH: IMSA 2022 IMPACT GOAL &
FROM:
PRIORITY OUTCOMES RESIDENCE LIFE RESEARC H TEAM
SUBJECT: ILLINOIS MATHEMATICS & SCIENCE ACADEMY RESIDENCE LIFE POLICY & CURRICULUM
RECOMMENDATIONS : SUBJECT AREAS ANO TOPICS FOR CONSIDERATION FOR RESIDENCE LIFE
CURRICULUM
APRIL I I ,2016
DATE:
TO:

CC:

ROBERT HERNANDEZ, EXECUTIVE DIRECTOR OF STUDENT AFFAIRS

The Illinois Mathematics & Science Academy (IMSA) 2022 Impact Goal & Priority
Outcomes Residence Life Research Team recommends incorporating five categorical
areas with specific topics in each categorical area into the Residence Life Curriculum.
The Research Team recommends the followingcategories be included in the updated

version of the Residence Life Curriculum: Identity, Diversity and Multicu lturalism ,
Student Involvement, Wellness, and Real World Application. The Research Team
recommends that the IMSA 2022 Impact Goal & Priority Outcomes Residence Life
Curriculum Team continues research in these specific areas lo help generate the final
Residence Life Curriculum. The Research Team also recommends the Curriculum
Team to structure the Residence Life Curriculum to promote flexibility enough to
address the need s of specific wings around campus. The final structure should
incorporate a Resident Counselor (RC) directed needs analysis of students in each
wing. The final Residence Life curriculum should also be flexible enough to adjust to
the needs of groups of
students within individual wings. In addition, the Research Team recommend s that the
Residence Life curriculum should allow for incorporating tiered programing by year.

Background
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The Illinois Mathematics and Science Residential Life Department currently implements a
residential
li fe programmin g curriculum that utilizes Standards of Significant Learning (SSLs) to
provide rigorous residential programming to all students. The current residential life
programming curriculum is comprised of four unifying concepts and processes (Self,
Education, Community, and Self Care) that encompass eleven student development
categories.The standing program curriculum requires Resident
Counselors to facilitate thirty-two educational programs and sixteen social programs over
the course of

'

the academic year. Resident Counselors are responsible for creating a curriculum
assessment of each
educational program.

Threats
• Individual Resident Counselors may not perceive their own expertise as fitting
into the curricular categories created by the IMSA 2022 Impact Goal & Priority
Outcomes Residence Life Team .

Issu es
Students feel unsafe at school because of their gender identity and sexual orientation :
• According to GLESEN's 2013 National School Climate Survey, 55 .5% of
LGBT students felt unsafe at school because of their sexual orientation, and
37.8% because of their gender expression.
• According to GLESEN's 2013 National School Climate Survey, 30.3%
of LGBT students missed at least one entire day of school in the past
month because they felt unsafe or
uncomfortable, and over a tenth (I 0.6%) missed four or more days in the past
month.
• According to GLESEN 's 20 13 National School Climate Survey, Over a third
of LGBT students avoided gender-segregated spaces in school because they
felt unsafe or uncomfortable
(bathrooms: 35.4%, locker rooms: 35.3%).
• According to GLESEN's 2013 National School Climate Survey, 71.4% of
LGBT students heard "gay" used in a negative way (e.g., "that 's so gay")
2
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frequently or often at school, and 90.8% reported that they felt distressed
because of this language.
• According to GLESEN 's 20 13 National School Climate Survey, 64.5% of
respondents heard other homophobic remarks (e.g., "dyke" or "faggot")
frequently or often.
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• According to GLESEN 's 20 13 National School Climate Survey, 56.4% of
respondents heard negative remarks about gender expression (not acting
"mascu line enough" or "feminine
enough") frequently or often.
• According to IMSA 's 20 16 Diversity Climate Survey, only 77.93% of
respondents describe their sexual orientation as heterosexual.
• Accord ing to IMSA 's 20 16 Diversity Climate Survey, 34 students reported
feeling unsafe at school because of their sexual orientation and 4 1 students
reported feeling unsafe becau se oftheir gender.
• According to IMSA's 2016 Diversity Climate Survey, 18 students skipped at
least I day of class because they felt unsafe or uncomfortable in class.
• Accord ing to IMSA's 20 16 Diversity Climate Surv y, 68/508 ( 13%)
respondent's felt unsafe in their residence hall.
• Accord ing to IMSA's 20 16 Diversity Climate Survey, 16 stud ents at !
SA reported
being
frequent ly or often verbally harassed becau se of their sexual orientation and 20
students reported being frequently or often harassed because of their gender.
• According to IMSA's 20 16 Diversity Climate Survey, 1 1 students reported
being frequently or often physically harassed because of their sexual
orientation and 9 reported being frequently of often physica lly harassed
because of their gender.
• The IMSA board approved Diversity Plan calls on all staff to "identify and
support individuals facing difficulties regardin g gender identity and
expression and for those experiencin g
internalized transphobia".
• The IMSA board approved Diversity Plan calls on all staff "provid e
services for victims, survivors, and perpetrators of homophobia,
biphobia, and transphobia".
Students feel unsafe IMSA due to their race and ethnicity:
• Accord ing to IMSA's 20 16 Diversity Climate Survey, 235 students selfidentified as Asian, 229 self-identified as White, 43 self-identified as Black or
African American, 19 self-identi fied as American Native or American Indian,
and 7 self-identified as Native Hawaiian or other Pacific Islander.
• According to IMSA 's 20 16 Diversity Climate Survey, 39.83% ( 118/536) of
respondents who felt unsafe in school felt unsafe in school because of their
race or ethnicity.
The Academy holds a larger-than-average-pop ulation of students that identify as
LGBTQIA+:
• Accord ing to IMSA's 20 16 Diversity Climate Survey, only 77.93% of
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respondents describe their sexual orientation as heterosexual.
• According to IMSA's 20 16 Diversity Climate Survey, 32 students identified as
Gay, 13 students identified as Lesbian, 61 students identified as Bisexual or
Pansexual, 31 students identified as Queer, and 57 students identified as
questioning.
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•

According to IMSA's 2016 Diversity Climate Survey, 12 student s identified as Transgender, 20
students identified as non-bin ary, and 15 students gender queer or gender fluid.

Mental and emotional health is a serious issue for adolescents:
•

According to the 2016 Indicators and Priority Outcomes Survey taken by RCs at LMSA, 20 RCs
collectively ranked "ensuring student safety, wellbeing and the development of the student" as
second most important in describing how Residence Life and equity and equality overlap.
• According to a 2014 National Survey on Drug Use and Health, an estimated 2.8 million adolescents
ages 12-17 in the United States had at least one major depressive episode in the past year. A major
depressive episode was defined as "a period of two weeks or longer during which there is either
deptessed mood or loss of inter<:'st or pleasure, and at least four other symptoms that reflect a
change in functioning, such as problems with sleep, eating, energy, concentration, and self-image."
• According to the National Comorbidity Survey- Adolescent Supplement, 2.7% of 13-18 year olds
suffer from an eating disorder, with girls being two-and-a-half times more likely than boys to
develop an eating disorder. For the purposes of the survey, eating disorders were defined broad ly
by the survey as anorexia nervosa, bulimia nervosa, and/or binge-eating disorder.

Being involved and engaged in the IMSA community enhances the student s' experience at IMSA :
•

•
•
•

•

•

High School students who are involved in extra-curricular and co-curricular activities have
fewer unexcused absences, have higher GPA 's, and tend to have higher composite scores on
math and reading assessments (Lamborn et al, 1992; Finn, 1993).
A developed student is one who grows, stays involved , and is academically educated as a result of
the institution he or she attends (Astin, 2001).
Involvement in some type of campus leadership increases confidence and leadership skills such
as communication (House, 2000).
Students who feel connected to their college campus appear to feel better about their experience
and, in turn, stay through graduation (Kentucky Council on Postsecondary Education, 2007; Astin,
200 I).
An involved student is a retained student because student involvement increases a student 's
desire to stay in school and ultimately graduate, as long as he or she does not overly over- involve
himself or herself in extracurricular activities (Ravitch, 2003).
Kuh, Cruce, Shoup, Kinzie, and Gonyea (2008) found that engagement in educationally
purposeful activities was positively related to academic outcomes (academic outcomes defined as
grades and persistence from first to second year of college) and that "a variety of activities
including first-year seminars, service learning courses, and learning communities positively
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affect grades in both the first and last years of college . . . even after controlling
for a host of precollege characteristics".
• Students who reported more frequent engagement in academic and social
activities earned higher grades and reported higher levels of satisfaction
(Webber et al, 20 13).

Opti on s
Integrate Programmin g SSLs that focus on sexual orientation education:
• Pro-- Implementing sexual orientation diversity education into the residential
life programm ing curriculum will educate our residents about sexual orientation
and therefore we will contribute to establishing a safer environment for all
students.
• Con-Resit!ent Counselors may not feel confident with leading sexua l
orientation and gender identity progra mming.
• Risk- Resident Counselors w ill be required to participate in sexual
orientation diversity training.
Integrate Programming SSLs that specifically target multicultural education and
diversity:
• Pro-- Implementing more diversity awareness and multicultural education into
the residential life curriculum will give all students the opportun ity to learn
more about cultural sensitivity and appreciation and as a result, will contribute
to a safer campus climate.
• Con-Resident Counselors may feel ill-equipped to create and facil itate
programming on multicultura l education.
• Risk-The residential wing demographic can impact how multi cultural
education is facilitated by the Resident Counselors and received by their
residents. Also, Resident Counselors will be required to participate in diversity
training.
Integrate Programming SSLs that specifically focuses on mental and emotional health:
• Pro-- Creating educational mental and emotional health programming can
supply all residents with the resources to address and treat their mental and
emotional health issues.
• Con-Resident Counselors are ill-equipped to create effective mental and
emotional healt h programming.
• Risk-Resident Counselors will be required to participate in mental health
diversity training.

Recomm end ation s
The IMSA 2022 Impact Goal & Priority Outcomes Residence Life Research Team
recommends the following steps and strategies to address the aforementioned issues in
the creation of the new Residence Life curricu lum:
1. Incorporate the following five categories into the Residence Life Curriculum:
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a. Identity:
1. Identity refers to how a person perceives who they are. Identity
can include a complex and individualized combi nation of labels,
interests, passions, learn ing styles, and temperaments. As a part of
a student 's development at I MSA, Resident Counselors must
continually challenge students to have deeper understanding of
themselves while recognized and appreciating the differences of
those aroundthem.
b. Diversity and Multiculturalism:
i. . Diversity and Multicultur alism pertains to education which
enhance student s' ability to understand, accept, and critically
analyze perspectives, lifestyles, and background s that are similar
and different from their own. As members of diverse society,
Resident C unselors must pu sh student towards greater
understandipg of the mechanism s and institutions that function in
our society. Resident Counselors must also seek to develop in
students the skills that can be employed to disrupt harmful and
marginalizing aspects of society.
c. Student Involvement:
i. Student involvement refers to student engagement in
academic, co-curricu lar, extra-curricular, and communal
activities here at IMSA. Increased levels of
involvement correlate with increased student satisfaction,
increased student retention , and increases in levels of connection
student experience with peers and the institution they attend .
Resident Counselors should challenge students to seek out
opportun ities for involvement that not only align with current
student interests, but also challenge IMSA students in new and
unique ways.
d. Wellness:
1. Wellness refers to security and health in the body, mind, and
spirit. Resident Counselors should conduct programs that allow
students to learn techniques for stress reduction, physical
wellness, and emotional wellness. Aspects of wellness also
include strategies for time management and coping strategies.
e. Real World Application :
i. Real World Application refers to the practical skills and
aptitudes that will allow students lo function as successful
college students and adults. Resident Counselors should
provide programm ing that challenges students to encounter and
problem solve for real world issues. Adult readiness skills could
also be an intricate component of this category.
2. Focus on specific topic areas in constructing the SSLs for each of the
categories above, and read the summaries and articles corresponding to each
category. All research conducted by the research team is located on the
Residence Life server under "Training"> "IMSA 2022 Impact Goal & Priority
Outcomes Residence Life Teams"> "Research".
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a. Identity Topic Areas:
i. Sexual.
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ii.
iii.
iv.
v.
vi.

Psychosocial.
Racial.
Gender.
Ethnic.
Learning Styles.
Vil. Temperament.
viii. Vocational.
b. Identity Research :
1. 3.2 Cass, V.C. (1979). Homosexual identity formation: A
theoretical model. Journal of Hoqiosexuality, 4, 219-235.
ii . 3.3 Erikson. Erik H. and Joan M. ( 1997) The Life Cycle
Completed: Extended Version. New York: W. W. Norton.
iii. 3.4 Josselson, R. ( 1987) Finding herself. Pathways to Identity
Development in Wom en. San Francisco-London: Jossey-Bass
Publishers.
iv. 3.5. Berry, John W. Acculturation : Living
successfully in two cultures International Journal of
lntercultural Relations 29 (2005) 697-7 12.
v. 3.8 "Redefining Giftedness for a New Century: Shifting the
Paradigm ." Nationa l Association for Gifted Children. 2010.
vi. 4.2 Kolb, D. A. ( 1976). The Learning Style Inventory: Technical
Manual. McBer
& Co, Boston , MA.
vii. Koob, Jeffery J ., and Joanie Funk (2002). Kolb's Learning Style
Inventory: Issues of Reliability and Validity. Research on Social
Work Practice, vol 12 no 2, 293- 308.
viii. 4.3 Keirsey, David (May I , 1998) [1978). Please Understand
Me II : Temperament, Character, Intelligence ( I st ed.).
Prometheu s Nemesis Book Co.
ix. 4.4 Margaret M. Nauta. "The Development, Evolution, and
Status of Holland 's Theory of Vocationa l Personalities:
Reflections and Future Direction s for
Counseling Psychology." Journal of Counseling Psychology, Vol
57( 1), 20 10, I 122.
x. 4.6 "Differentiatin g Curriculum and Instruction for Gifted and
Talented Students" National Association for Gifted Children.
2014.
c. Diversity and Multicu ltural ism Topic Areas:
i. Bias.
ii. Macroaggressions.
111. Language Use.
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iv. URP Issues.
v. C
ultural
Expos
ure.
vi.
Positi
onalit
y.
vii. Marginality.
viii. Social Justice: Issues and Activism.
d. Diversity and Multiculturali sm Research:
1. 1.3 Schlossberg, Nancy K. "Marginality and mattering: Key
issues in building community." New Directions for Student
Services, Vol 48, 1989, 5-15.
ii. 1.7 "Supporting Gifted Students with Diverse Sexual
Orientations and Gender Identities."National Association for
Gifted Children. 2015.
111. 2.5 Hardim an, R.& Jackson, B. ( 1997). "Conceptual
Foundations for Social Justice Courses." In Adams, M.,
Bell, L., & Griffin, P. (Eds.), Teaching for Diversity and
Social Justice ( 16-29). New York City: Routledge.
iv. 3.2 Cass, V.C. (1979). Homosexual identity formation : A
theoretical model. Journal of Homosexuality, 4, 219-235.
\
\
v. 4.8 McNeil , J. D. (2006). Contemporary curricu lum in thought
and action.
Hoboken, NJ: J. Wiley & Sons.
e. Student Involvement Topic Areas:
i. How to get involved.
ii. Benefits of Involvement.
iii. Time Management/Study Skills.
f. Student Involvement Research :
1. 1.2 Astin, A. W. (1984). Student involvement: A developmental
theory for higher education . Journal of College Student
Personn el, 25(4), 297-308.
ii. 4.5 "Nurturing Social and Emotional Development of Gifted
Children ."National Association for Gifted Children . 20 1 5.
g. Wellness Topics Areas:
1. Physical Wellness.
ii. Mental Wellness.
iii. Emotional Wellness.
h. Wellness Research :
2
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1. 1.1

American School Counselor Association (2004). ASCA
National Standards for Students. Alexandria, VA:Author.
ii. 4.1 The McREL Compendium of Standards.
<http://www2.mcrel .org/compendium/>.
111. 4.5 ''Nurturing Social and Emotional Development of Gifted
Children." National Association for Gifted Children. 201 5.

i.

Real World Application Topic Areas:
i. Financia l.
ii. . Vocational Direction.
iii. Living in a Collegiate Environment.

j . Real World Application Research:
1. 4.4 Margaret M. Nauta. "The Developm ent, Evolution, and Status of Holland's Theory
of Vocational Personalities: Reflection s and Future Directions for Counseling
Psychology ." Journal of Counseling Psychology, Yol 57(1), 2010, I 1- 22.
ii. Naf ional Standards for Financi\l Literacy by CEE." Council/or Economic
Education. Web. 03 Apr. 20 16.
3.

Incorporate the following strategies into the framework of the curriculum
a. Tiered and differentiated programming by student year. IMSA students have a wide
range of needs, but many of these needs become apparent as student progress through
lMSA.
1. IMSA sophomores are in need of guidance from upperclassmen and often
struggle with transitioning to IMSA. Sophomores often need programming based in
managing time, study skills and tactics, involvement on campus, and personal and
emotional wellness.
ii. IMSAjuniors face much different challenges as they enter their junior year.
Juniors often face elevated stress levels due to increases in academic rigor. During ju
nior year, students may need programming focusing on financial wellness, time
management, psychosocial theories, learning styles, and emotional wellness.
iii. IMSA seniors are focused on developing their own professional identities and
preparing for living and learning beyond fMSA. Program s focusing on financial
wellness, vocational direction, and living in a collegiate environment w ill be
especially pertinent for IMSA seniors.
iv. IMSA sophomores, junior s and seniors: Issues of identity and multiculturali sm
arise throughout a student's progression at IMSA, but some programming topics
may be more appropriate and relevant for students within certain classes. For
example, sexual assault awareness and consent programs may be more relevant to
seniors transitioning into a collegiate environment whereas privilege and sexual
identity program s may be better suited for sophomore and ju nior students who are
exploring and discovering their sexual identity and beginning to understand how
society functions.
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b. A formal student need- analysis at the beginning of the year conducted by each Resident
Counselor for the students within their wing communities.
1. Resident Counselors' programming respon sibilities should include performing a needsanalysis during the first quarter in their individual wings and adjusting their
programmin g curriculum accordingly. For example, if a RC has a community of
student who are exceptionally gifted at time management and study skills, but
lacks an awareness of social issues and activism, the RC should be able to use their
own discretion in planning more programs that heighten student awareness of social
issues and activism. The RC should also implement fewer time management and
study skills program s. The programming curriculum needs to be
flexible enough to accoinmodate the needs of group of students within individu I wings
across campus, and a RC should be able to adjust the programming expectations in
certain areas within the curriculum based on the needs analysis the RC has conducted
for the wing community.
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M EMORA N D U M

IMSA 2022 IMPACT GOAL & PRIORITY OUTCOMES RESIDENCE LIFE CURRICULUM TEAM AND IMSA
2022 IMPACT GOAL & PRIORITY OUTCOMES RESIDENCE LIFE INDICATORS & OUTCOMES TEAM
DEREK LOUGH, JARED LEY, JOHN JAEGER ,& SHEMIKA COOKBEY:IMSA 2022 IMPACT GOAL &
FROM:
PRIORITY OUTCOMES RESIDENCE LIFE RESEAR CH TEAM
SUBJECT: ILLINOIS MATHEMATICS & SCIENCE ACADEMY RESIDENCE LIFE POLICY & CURRICULUM
RECOMMENDATION S: PATHWAYS TO IMSA 2022 IMPACT GOAL & PRIOR ITY OUTCOMES
APRI L 11,2016
DATE:
TO:

ROBERT HERNANDEZ, EXECUTIVE DIRECTOR OF STUDENT AFFAIRS

CC:

The Illinois Mathematics & Science Academy (LMSA) 2022 Impact Goal & Priority Outcomes
Residence Life Research Team recommends creating a 2022 lmpact Goal & Priority Outcomes
Residential Life Outcomes Scorecard as a tab in the Resident Counselor Weekly which includes
the Indicators & Outcomes expressed in this Memorandum . Secondly, the President's Office
should consider this memorandum during the revision process for LMSA 's 20 16-17 Continuous
Improvement Plan .

Background
The [MSA Board of Trustees formally adopted the 2022 Impact Goal & Priority Outcomes on
January 20, 2016. Subsequent analysis of these documents revealed no clear pathway for
Residence Life to meet the
Administration's Priority Outcomes, which include: Develop Student STEM Proficiency,
Develop Educator
STEM Proficiency, Strengthen Identity as a Leaming Laboratory with a current theme of Social
Entrepreneurship, Increase Fiscal Sustainability, and Build IMSA's Network. As the Admini strat ion
emphasizes "strong empl oyee engagement", it developed a Scorecard to be used to capture efforts and
results while serving to define Academy
measures and align activities in order to increase coherence between efforts and targets.This
Scorecard is incomplete as it neglects Residence Life.

Threat s
•

Administration continuing to neglect the role of Residence Life on the success or
failure of the 2022 Impact Goal & Priority Outcomes
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•

Student Life employee backlash against recording and aggregating new Residence Life Indicators &
Outcomes.

An initial analysis of the !MSA 2022 Impact Goal & Priority Outcomes documents revealed no clear understanding
of how the Administration sees Residence Life contributing to the LMSA 2022 Impact Goal & Priority :
•

Zero references to "residen ce life", "residential", "resident", "student life", or "student development".

•

One reference to "co-curricul ar experiences" as an IMSA Score Card Indicator on how to integrate the
, Social Entrepreneurship the e into "curricular and co-curri 1utar activities".
,

•

Four references to "ethics", "ethical development"-each one within an iteration of lMSA's Mission to
"igniting and nurtur ing creative, ethical, scientific mind s that advance the human condition ."

The Executive Director of Student Affairs solicited responses from the Resident Counselors to the question "How do
you see Residence Life fitting into the IMSA 2022 Impact Goal & Priority Outcomes?":
•

Responses were qualitatively sorted into four categories: Diversity, Student Development, Programmin g, RC
Job Function/Communication.

•

The responses were qualitatively sorted into 25 subcategories, with programming (33), commun ication (29),
RC jo b function (27),stu dent development (25), risk-taking (I4), STEM (13), entrepreneurship ( 1 1), alumni
(10), and trips (10) mentioned the most times.

The !MSA 2022 Impact Goal & Priority Outcomes Residence Life Research Team used those responses to develop a
20 16 Impact Goal & Priority Outcomes Residence Li fe Research Team Survey and then determined IMSA Resident
Counselors believes there to be speci fic overlaps between the LMSA Residence Life Department and the IMSA 2022
Impact Goal & Priority Outcomes:
•

One of the sections of the 2016 Impact Goal & Priority Outcomes Residence Life Research Team Survey
challenged Resident Counselors to consider their own conception of the overlap existing between Residence
Life and Equity and Excellence as defined by the IMSA Priority Outcomes. Question 92 of the RC Survey
asked RC's to distribute 120 points "among phrases [they] think most closely describe how Residence Life
and Equity and Excellence overlap."
0
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.
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•

20 RCs completed the survey. Of the 24 possible responses, RCs ranked the following categories as
having the most overlap between Residence Life and Equity and Excellence (listed in order of overlap
of the collective perception of the RCs-but numbered according to the graph above): 12) Stud ents
learn to take responsibility for their actions and accept consequences, 15) Ensure the safety, wellbeing,
and development of the student , 9) Encourage students to think for them selves,
I 0) Encourage students to follow their dreams and passions, 19) Develop ethical leaders, 2)
Improve students as people, 3) Develop Students awareness to social issues, and 8) Learn to
work, succeed, and thrive in a stressful environment.

One of the sections of the 20 16 Impact Goal & Priority Outcomes Residence Life Research Team Survey
challenged Resident Counselors to consider their own conception of the overlap existing between Residence
Life and Fiscal Sustainability as defined by the IMSA Priority Outcomes; RCs detennined thatthe six
responses below were pertinent. They assigned value to these responses according to the question: "Please
distribute up to 30 points among the phrases that you think most closely describe how Resident
Life and Fiscal Sustain bility overlap".
'
'
0
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o Responses were weighted and Resident Counselors thought the most pertinent responses were: 4)
using our entire budget effectively by collaborating, I) ensuring the lights are turned ofTat the end
of the night, and 2) getting financial support from the parents.
•

One of the sections of the 2016 Impact Goal & Priority Outcomes Residence Life Research Team Survey
challenged Resident Counselors to consider their own conception of the overlap existing between Residence
Life and Identity as a Learning Laboratory as defined by the LMSA Priority Outcomes; Resident Counselors
detennined that these eleven responses were pertinent. They assigned value to these responses according to
the question: "Please distribute up to 70 point s among the phrases that you think most closely describe how
Resident Life and Identity as a Leam ing Laboratory overlap".
0
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o Responses were weighted and RCs thought the most pertinent responses
were: 3) encouraging students to try new things, 8) allowing students to lead
projects in the hall, 6) encouraging students to step out of their comfort
zone, and 9) learning how to make a place for themselves in their
community.
• One of the sections of the 2016 Impact Goal & Priority Outcomes Residence Life
Research Team Survey challenged Resident Counselors to consider their own
conception of the overlap existing between Residence Life and STEM Thinking,
Teaching, & Leaming as defined by the lMSA Priority Outcomes; RCs
determined that twenty-two respon ses were pertinent. They assigned value to
these responses according to the question: "Please distribute up to 70 points
among the phrases that you think most closely describe how Resident Life and
STEM Thinking, Teaching, & Leaming overlap."
O
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Responses were weighted and Resident Counselors thought the most
pertinent responses were:
I 0) programs that are diverse to each culture and risk-taking, 2) teach study
skills/goals/time management, 11) learn to work, succeed, and thrive in stressful
environments, 8) teach students to think for themselves, and 3) encourage students
to try new things.
• Residence Life is capable of assessing improvement, developments, and other positive
outcomes for those topics that the 2022 Impact Goal & Priority Outcomes Residence
Life Research & Curriculum Teams recommend.
o In attempting to qualify the RC responses to the question "How do you engage
under-represented population students as a stakeholder in IMSA?" the 2022
Impact Goal & Priority Outcomes Residence Life Research Team created the
following rubric that could be used as an example for future assessments by the
2022 Impact Goal & Priority Outcomes Residential Life Indicators &
Outcomes Team:
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Highly Engaged ( )

V,ry Eugaged (3)

Somewhat Enp;od (:!)

Create prograwming
ge.ired toward the
de\ elopment of the
URP students

Tall: to URP students
about opportunities for
their
de\ elopment!interest

Eugage in cou\·ers:rtions
with URP students
(ranging from personal
to academic)

Acti..-ely androutinely
monitor URP students ·
progress at the
Academy

Engage in cou..-ersations
with URP students to
le.irn a di\ erse
perspectin

Attend Cultural
Showcases (CasaDe
Alma. Harlllllbee.etc.)

Celebrate URP
students·successes and
support them intheir
difficulties

Get URP students
m·,ol\ ed n,ith
orgrufuations for
self-direction

Offer encouragement
and a<hice

)rot Engaged (1)

'
Be a resource when
needed

I

o This scale is created to measure RC engagement in under-represented populations (URP) students
within residential life.This scale is based on the responses of the RC on the 20 16 Impact Goal &
Priority Outcomes Residence Life Research Team Survey. The table measures RC engagement of
URP students on a scale ranging from "highly engaged" (#4 representing high engagement) to "not
engaged" (# I representing no engagement).

Option s
The Administration precludes Residence Life in future discussions, facilitations, and implement ation of the IMSA
2022 Impact Goal & Priority Outcomes.
• Pro--Less labor-intensive endeavor.
•

ConThe Academy misses out on Network Growth and Marketin g opportunities within Residence Life activities.

•

Risk-U nexplored realities and circumstances within Residence Life may affect current 2022 Impact Goal
& Priority Outcomes indicators & outcomes or target dates.

The Administration includes Residence Life in future discussions, facilitations, and implementation of the IMSA 2022
Impact Goal & Priority Outcomes.
• Pro--Pathways to achieving the 2022 Impact & Priority Outcomes will be more realistic and fully
developed due to including the input (strengths and limitations) of such a large & uniqu e part of the
Academy and might include Network Growth and Marketing opportunities within Residence Life
activities.
•

Con-Much more labor-intensive endeavor.
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•

Risk-Realities of the circum stances may affect current indicators & outcomes or target dates.

Recommendation s
The authors of this memorandum recommend the following path to address the continued role of Residence Life in
achieving the lMSA 2022 Impact Goal & Priority Outcomes:
I) Student Life should include a 2022 Impact Goal & Priority Outcomes Residential Life Outcomes
Scorecard as a tab in the Resident Counselor Weekly .
a. This Scorecard would allow Resident Counselors to fill in data about their programs that would
allow for easier data-analysis by Student Life or the Office of Institutional Review.
b. This Scorecard would act as a self-guiding rubric th itt would allow Resident Counsdlors to hold
themselves accountable to being stakeholders in the IMSA 2022 Impact Goal & Priority
Outcomes.
2) The President's Office should include these recommend ations in the IMSA's 20 16-17 Continuous
Improvement Plan.
a. ln order to achieve maximum impact on stated goals, these recommendations should be addressed in a
substantive way as soon as possible.
b. Student Life should ensure that the 2022 Impact Goal & Priority Outcomes Residence Life
Outcomes Scorecard includes the Residential Life Indicators & Outcomes.
c. By including the Indicators & Outcomes developed by Residence Life in the IMSA 2022 Impact
Goal & Priority Outcomes Scorecard, the Administration achieves the following:
i. Ensures a holistic approach to achieving goals by including such a large part of the
Academy.
ii. Allows for quantifiable opportunities to discover how Residen ce Life contributes to the
overall goals.
d. By including the lndicators & Outcomes developed by Residence Life in the 20 16-17 Continuous
lmprovement Plan, the Admini stration makes clear to the academic & administrative departments that
Residence Life is also a stakeholder in the fMSA 2022 Impact Goal & Priority Outcomes and should
be included in collaborative efforts.
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M EMO RA N D U M
TO:

IMSA 2022 IMPACT GOAL & PRIORITY OUTCOMES RESIDENCE LIFE CURRICU LUM TEAM AND IMSA
2022 IMPACT GOAL & PRIORITY OUTCOMES RESIDENCE LIFE INDICATORS & OUTCOMES TEAM
l'ROM:
JOHN JAEGER, DEREK LOUGH , JARED LEY, & SHEMIKA COOK BEY: IMSA 2022 IMPACT GOAL &
PRIOR ITY OUTCOMES RESIDENCE LIFE RESEARCH TEAM
SUBJECT:
ILLINOIS MATHEMATICS & SCIENCE ACADEMY RESIDENCE LIFE POLICY & CURRICULUM
RECOMMENDATIONS : RESIDENT COUNSELOR RESOURCES
APRIL II ,2016
DATE:
ROBERT HERNANDEZ, EXECUTIVE DIRECTOR OF STUDENT AFFAIRS
CC:

The Illinois Mathematics & Science Academy (IMSA) 2022 Impact Goal & Priority Outcomes Residence Life
Research Team recommends professional resources be created to aid present and future Resident Counselors (RCs).
Two types of resources are expressly recommended: prepared programs and resource guides for common activities
such as wing dinners, dinner dates, writing newsletters, academic support interventions, facilitation off campus trips,
organizing intersessions, etc. This will allow RCs to teach program areas that they are unfamiliar with, to gain
confidence programming for populations that they may not feel comfortable teaching, and save time in preparing
programs . Also, it will bring consistency to RC protocols and address some of the training needs of new RCs.

Bac kground
The current Residence Life Curriculum requires that Resident Counselors develop and facilitate thirty-two
educational programs and sixteen social programs over the course of the semester. The educational programs are
currently arranged by eleven topics and are expected to meet twenty-seven Standards of Significant Learning. The
social programs might incorporate wing dinners, sister-brother wing activities, dinner/dessert dates, or etc...
Additionally, the Peer Multicultural Specialist and the Peer Multicultural Educators are tasked by the IMSABoard of
Trustees to implement the Diversity/Multicultural Development Plan.
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Threats
•

New RCs are not familiar with best practices and may spend too much time preparing programs.

•

RCs that are not com fortable in specific program areas are less likely to run that particular type of
program .

•

RCs are not familiar enough with specific student development theories to create quality programs
implementing the theory.

Issues
Resident Counselors would prefer more time and guidance when it comes to implementing the Residence Life Curriculum:
•

7/ 18 respondents Strongly Agreed or Agreed with the statement "It is difficult for me to create time/space for
programs requested by the Administration." 6/18 respondents Slightly Agreed .

•

5/ 19 respondents Strongly Agreed or Agreed with the statement "It is difficult is it for me to create
t ime/space for the Peer Multicultural Educators to come into your wing and do a program."4/19 Slightly
Agreed.

• 17/2 1 respondents ranked the statement "RCs should be provided with programs that develop racial, ethnic,
and cultural sensitivity" in the top three of five options from set A when asked to rank them from most to
least important.
•

18/20 respondents ranked the statement "RCs should be provided with programs that provide for student moral
development according to student development theory" in the top three of five options from set B when asked
to rank them from most to least important.

•

18/2 1 respondents Agreed or Strongly Agreed with the statement : "I woul d facilitate a program developed by
someone else."

•

12/2 1 respondents Agreed or Strongly Agreed with the statement: "I would be more likely to facilitate a
program on a topic I had less than a 'working-knowledge or understanding"of i f it was already fully
developed." 4/2 1 answered with Disagree.

There are barriers to Resident Counselors feeling com fortable facilitating programs for different populations of
students:
•

Only I 0/2 1 respondents Strongly Agreed with the statement:"I feel comfortable facilitating programs for 24-48
students."

• Only 7/21 respondents Strongly Agreed with the statement:"I feel comfortable facilitating programs for 4896 students."
•

Only 6/21 respondents Strongly Agreed with the statement:"I feel comfortable facilitating programs for a
wing comprised mostly of students of the opposite gender than the students in my wing."
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•

Only 9/21 respondents Strongly Agreed with the statement: "I feel comfortabl e facilitating programs in
conjunction with a wing comprised mostly of students of the opposite gender than the students in my
wing."

• Only 13/21 respondents Strongly Agreed with the statement: "I feel comfortable facilitating programs with
another RC of the same gender."
•

Only 13/2 1 respondents Strongly Agreed with the statement: "I feel comfortable facilitating program s with
another RC of the opposite gender."

•

1 1/21 respondents answered Almost Never or Seldom to the question: "How often do you facilitate
programs for a wing other than your own?"8/21 respondents answered Occasionally.

•

5/21 respondents answered Seldom to the question: "How often do you facilitate programs with your
wing and a wing other than your own?" 13/21 respondents answered Occasionally.

•

6/21 respondents Strongly Agreed or Agreed with the statement "I develop specific programs aimed at
students from under-represented populations ." 8/21 respondents Slightly Agreed.

•

1/ 2 1 respondents Strongly Agreed or Agreed with the statement "I develop specific programs aimed at
twice-exceptional students." 4/2 1 respondents Slightly Agreed.

•

6/21 respondents Strongly Agreed or Agreed with the statement "I develop programs aimed at the
stud ents that would identi fy with the majority population ." 6/2 1 respondents Slightly Agreed.

•

1 1/ 21 respondents Strongly Agreed or Agreed with the statement "I develop programs with specific
students in mind." 8/21 respondents Slightly Agreed .

'

'

'
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Resident Counselors would prefer more direction in how to execute tasks that are associated with their position :
•

19/21 respondents ranked the statement "New RCs should be presented with document guiding them
through the goals, outcomes, & pitfalls of: dinner dates, club trips, sponsoring a club, various liaison
positions, etc..." in the top three of five options from set C when asked to rank them from most to least
important.

•

14/ 2 1 respondents strongly agreed or agreed with the statement "I develop programs or bulletin boards to meet
specific SSLs." 2/21 respondents slightly agreed.

•

13/21 respondents strongly agreed or agreed with the statement "I develop program s or bulletin boards and
then attach the SSLs that make sense."0/21 respondents slightly agreed.

•

11/ 2 1 respondents strongly agreed or agreed with the statement "I feel comfortable developing outside
contacts for clubs, programs , or trips."4/21 respondents slightly agreed.

•

21/21 respondents strongly agreed or agreed with the statement "I feel comfortable taking the students on
local trips."

•

17/ 2 1 respondents strongly agreed or agreed with the statement "I feel comfort able takin g the students on trips
around Illinois."

•

11/21 respondents strongly agreed or agreed with the statement "I feel comfortable taking the students on
cross-country trips."
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•

8/ 2 1 respondents Strongly Agreed or Agreed with the statement "I feel comfortable taking the students on
international trips."

•

8/2 1 respondents Strongly Agreed or Agreed with the statement "I feel comfortable requesting to develop an
intersession."

•

12/ 2 1 respondents Strongly Agreed or Agreed with the statement "I feel comfortabl e facilitating an
intersession."

Option s
Create more training opportunities to instruct RCs in programming development and job expectations.
•

Pl(o--Staff are enabled to make t9eory based programs and cxecpte job expectations.

•

ConTrainin g mu st be repeated every year for new RCs.

•

Risk-RCs may not absorb all training as it is presented.

Create new and independent resources lo be used at Resident Counselor discretion .
•

Pro-- Resident Counselors would have diverse resources available to them to use at will.

•

Con-Investment of many man hours.

•

Risk-Resident Counselors might not individu ally implement curriculum topics about which they are not com
fortable.

Recommendations
The authors of this memorandum recommend the following path to addressing barriers to implementing existing and
new Residence Life Curriculum:
I)

The creation of pre-planned programm ing material for RCs to use at their convenience.
a.

What would NOT change:
1.

The expectation of programming requirements for all RCs.

ii. The expectation of Academy-wide programming.
iii. The expectation of writing Curriculum Evaluations at the end of every program . b.
Resources already exist that can be built upon.
i. . Curriculum Evaluations from the prior two years can be assessed for efficacy, updatedi f
necessary, and then organized into easy to use resources.
ii.

RCs already use resources from online resources such as residentassitant.com and
rcslife.nct.
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I. These resources can be mined for appropriate programs and bulletin board ideasand
similarly assessed for efficacy, updated if necessary, and then organized into easy to
use resources.
c. What this would allow for:
i. More time for RCS to use on other activities.
1. RCs should feel free to plan their own programs but by implementing a preplanned program, they would have more available time to invest in other duties as
assigned.
ii. Building comfort with programmin g areas or populations that RCs do not already connect
with.
1. Majority of RC respondents indicated they would feel comfortable implementing a
program that was designed by someone else. This comfort may extend to the
populations that the programs wen, intended to reach.
111. Consistent quality programmin g.
1. Implementati on of the program would create more feedback for the same
program allowing RCs to further refine program resources as they are used.
2.

The same preplanned programs could be implemented by many wings creating a
consistent message.
2) The creation of documents step-by-step guides to implement common RC activities for RCs to use at their
conven ience.
a. What would NOT change:
i. . The frequency of activities.
ii. The expectations of RCs to fulfill theirjob requirements.
b. What MUST change:
1. The creation of organized digital or physical resources that address common RC activities such
as wing dinners, dinner dates, writing newsletters, academic support interventions, facilitation
off campus trips, organizing intersessions, etc.
c. Resources already exist that can be built upon.
i. Financial guides already exist for the buying of resources and help navigate a specific
process.
ii. RCs have already created some resources such as a dinner date guide and parent donation
guide that can be compiled, edited, and organized into an easy to follow manual.
d. What this would allow for:
i. More time for RCS to use on other activities.

11.

I . RCs should feel free to plan their own programs but by implementing a resource guide,
they would have more available time to invest in other duties as assigned.
Building comfort with activities that RCs do not already connect with.
I . RCs that feel unprepared to implement activities could gain confidence from
using premade RC activity guides.
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